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Abstract

This exploratory study assumed that instructional leadexship can
positively affect school improvement in low SES junior high schools,
Two- basic questions were asked throughout the study: -1) In what ways
does the principal provide instructional leadership? 2) What other
sources of leadership develop when the principal does not play an active
or directive role? B

Four junior high schools located in southeastern Pennsylvania were
selected for study. OCriteria for selecit:."n wére two fold: expert
testimony that these were improving school: * and improvement on test
scores. Data were gathered through ethnogréphic observation aﬂd
interviews of the principals over a 17 week peridd. Additional inter-
views were conducted with vice-prihcipéls, counselors, teachers,
students and pafents. Near the end of this stud§ ;wo surveys were
administered to provide quantitative assessments of staff perceptions.

Tentative findings of the study suggest the following:

o principals do set academic goals, but seldom monitor them -
carefully.

e principals use slogans as rallying cries arcund goals, but thesz
slogans seldom transform the direction of the school or the level
of staff commitment.

e principals do little supervision of staff other than for
evaluation purposes.

e sustained efforts in instructional leadership were often provided
by a respected vice-principal or department chair.

o principals are centrally concerned with discipline.
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In general the study suggests that for the most part principals
do not provide instructional leadership in junior high schools.
Instructional leadership seems less centralized in the principal and

more diffused over a variety of school roles.
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INTRODUCTION TO THE STUDY

During recent years the perennial complaints about our "failing
schools" have been somewhat counterbalanced by studies of and intefest in
"effective schools".

Unlike the research of Coleman (1966), Jensén (1967), and Jencks
(1972) which found that family background established too great a.
deficit to be overcoﬁe by instruction, more receﬁt studies By Weber (1971),
* Brookover aﬁd Lezotte (1976), Wellisch (1978), Edmdnds (1979), Vénesky
and Winfield (1979), and Clark (1980) indicate‘that‘students from low
SES can and do improve significantly in academic skills in school.

David Clark (1980) in a méta study of some 1200 secondary sources con-
cludés that tweclve interrelated generalizations applied appropriately

""ean insure success in the urban setting'. Clark's generalizations
vsuggested that schoolkggprovement clusters around three factors--leadership,
teaching personnel, and curriculum and instruction.

Most of the studies mentioned recognized the principal's role as an
essential force in improving school performance. Clark notes that
effective principals do more: they frame goals or set standards, create
a pfodUctive working environment, and obtain needed support. Weber
reported that poor children achieve. in reading iﬁ some schools wﬁere
these characteristics are present--strong leadership from the pringipal.
‘the expectation fr;m the teachers that all children can read, an orderly
and pleasant atmosphe;e and an emphasis on the teaching of reading as a
primary goal of the school. Brookover and Lezotte (19;7) conducted an

ethnographic study of six 'improving" and two "declining" elementary

T



schools in an attempt to identify sigpificant differences. Many of
Weber's earlier findings were confirmed. Strong 1eaderéhip from the
principal was emphasized: the principal was more likely to be an
instructional leader, more assertive in his (or hér)'instructional
leadership role, more of a disciplinarian and perhaps mest of all,
assumed responsibility'fér the evaluation of the.achievemEnt of basic
objectives. Edmonds' research also reenforces the primacy of the
principal's role in determining the positive direétion for a school's
improvement. He states categorically that ''one of the most tangible

and indispensable characteristics of effective schools is strong
administrative leadership, without which the disparate elements of good
schooling can be neither brought together nor kept together'" (p. 32).
Edmonds further asserts that there must be a séhool—wide mission witﬁ an
emphasis. on basic skills instriction which entails agreement among faculty
that instruction in basic skills takes precedence over all other-
activities. Implicit in Edmondé' assertion is the belief that the
principal develops organizational structures and a sense of commitment
from the faculty so that consensus on academic goals is possible.

In an in-depth study conducted over two years of 22 elementary
schools with low SES and 15w achieving students, Wellisch and her
colléagues (1978) found that school success was related to "administrative
leadership in instruction, coordination of instructional programs -
throughout the school, and policy regarding academic standards" (p. 211).
The kinds of administrative behaviors identified by Weber, Brookover

and Lezotte, and Edmonds depicted a strong leader reminiscent of the

8
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traditional bureaucrat with the line of guthority arranged hierarchically
from the principal down to teachers. Wellisch's research indiaated a
contraéfing picture of effective leadership. She found that "L
although instructional programs appeared to benefit from direction and
leadership, one should not infer that a policy concerning instruction

was décided without ‘participation of teachers; it was rarely reported
that administrators made decisions with no input from teachers. This
would indicate that leadership consists of active administrative
involvement in the educational process, rather than exclusion of teachers
from decision making" (p. 211).

While this research on effective schools and the leadership role of’
the principal has been of inestimable valﬁe to the profession, it perhaps
can be faulted for three important weakn@sses.

First, it seems to ignore or minimize the organizational complexity
of schools. While fhe Wellisch research establishes that principals of
successful schools actively seek the advice and collaboration of teachers
in decision making, her eviéencé further suggests that there is a
tremendous amount of communication, coordiation and fuilding of consensus
between the prlnc1pal and the faculty. These fihdings become problematic
when viewed in relation to studies conducted by Weick (1976) , Deal and
Celotti (1972), and Meyer (1977). Those researchers understand schools

to be organized in a "loose coupling'' arrangement. Deal and Celotti

define loose coupling as ". . . the absence of tightly regulated linkages

within or between organizational levels' (pp. 13~14). They also find

that .there is ". . . a lack of agreement within or between levels,
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members of various units have differing, even contrary, perceptions of

‘ the school setting and its functioning'. Little consensus exists among
teachers and ". . . agreement was particularly low.around areas of
instruction'. The researchers believe that loose coupling presents a

rational, adaptive, organizatidnal response designed to stave off the
various, pressure groups which try to influenCe andicontrol schools. They
reason tﬂat since there is almoép no agreement about schdol goals or
the connection between instructional strategies and learning, any
attempt at coordination dr evéluation would only produce more éﬁnflicts
and possibly reduce puglic support. Therefore their afgument concludes,
-
strong leadership is dysfunctional in loosely coupled orgahizations.
This anomaly clearly suggests the need for a study which would be morgv
sensitive to the impact of ofganizational arrangements upon leadership.
The second weakness of the previous research is that.it seems to’
have focused solely on the eleméntary school--and on the special learning
tasks associatéd with that level of schooling. And while the findings
from the research on effective elementary schools één clearly provide
some useful directions for other levels of schooling, there are some
serious limitations. We would argue that these limitations are most
apparent in consideringbwhét "effectiveness' might mean when applied to
schools for younger adolescents. The middlé or junior high school student
has very special needs that are not subsumed under the rubric of "the
basics", and requires special kinds of schools that give attention to
matters other‘tﬁan reading and computational skills. We do not .mean to

depreciate the importance of such skills, especially for urban youth;

but we believe that other outcomes are just as ‘important: learning to

10
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think and to reason, developing an accepténce of one's physical self,
practicing the skills of young adulthood, learning how to make contacﬁ
with one's peers, negotiating the conflict between the desire for
independence and the need for adult direction. We saw a need, therefore,
for a study which would be solely concerned with the junior highischool.

The final weakness of the previous research is that it seemeé to
focus unduly on the role of the principal. Now we readily admit that
tﬁe principal plays a key role in all school improvement; but once
having uttered that platitude, we see a need to move beyond it. We
found ourselves increasingly impatient with thbse articles whiéh
simplistically offered this argument:

1. The principal is the only one who can provide instructional
leadership.

2. We can reduce instructional leaderé@ip to a set of simple
perceptions.

3. All principals have to adopt these new behaviors--or look for
another job.

We began the study, therefore, with a suépicion that Steven Kerr's

?theory (Kerr and Jermier, 1978) is sound: that persons other than the

principal influence the instructional process. We saw a need, therefore,
for a study which would look more broadly at the sources of instructional
~-
leadership.
In a sense, then, we began this study with encouragement from those
studies which suggested that some urban schools can be effective--and
with a realization that we might be able to make a contribution by

looking at issues that had not been closely examined in those previous

studies.
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. The problem of the study, therefore, might best be-frémed sdmewhat
broadly in this fashion:

How does instructional leadership happen in urban junior high
schools that seem more successful than most?

And specifically we found ourselves sensitive to these issues:

. 1. How do principals adopt different styles of leadership
) to respond to special situations and organizational constra1nts7

2. What other sources of leadership develop when the principal
does not play an active and directive role?

3. What special features of the junior high school affect the
role of the principal as an instructional leader?

METHODOLOGY

Selection of Participants

This study was conducted in a large urban school district located
on the east coast of the United States. The selection process was
conducted over a two month period in late spring of 1981. Two sources
of information wére uged in selecting the sample schools: expert opiniop
and school data on student achievement. Iﬁitially we conferred with the
system's district superintendents and staff from the Office of’Research
and Evéluation to.identify several effcctive inner city junior high
schools servingvminority étudents whose familiesrlive on low incomes.
We also asked if these same schopls we e managed by principals who
believed that_;nstructional leadgrshiP was a significant part of their
responsibility. Figally, we asked these experts to identify teachers,
specialists, or administratnrs, other than the principal, ﬁpo were making

major contributions to the improvement of a school's instructional

program. These opinions were cross checked and the pobl“of‘candidatés

19 ,
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expanded when we discussed our early choices with knowledgeable teachers, .
adminiserators, district specialists and key members of several
community organizations.

We had hoped to find four inner city junior high schools in which
50% or more of the students were achieving at or above the 50th percentile
in reading. We did not find a single'school which met that criterion.
Therefore we analyzed reading achievement scores over a five year period
to determine significant trends towafd improvement. Schools which showed
a steady reduction in numbers of students scorlng below the 16th percen-
tile in reading as well as increases in the 16th to 49th and 50th and
above percentiles on the California Achievements Tests (1970 edition)
were considered improving schools, worthy of study. The combination
of expert opinion-regarding a school, its principal, and its staff and
indications of improvement on standardized tests formed the criteria for
school selection. A list of eight schools was developed. Each principal
was interviewed by the researchers to assess interest in participation
and their perceptione about instructional leadership. From this group
four principals and their schools were selected as the sample to be
studied.

Before discussing data gathering procedures we note that the
initiation of this project was delayed because of a 50 day teachers'
strike which did not conciude until the end of October 1981. The first
meetings the researchers held on the school si&es commenced during thel

second week in November. Data collection concluded by June 1982,
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Data Gathering Procedures

The study made use of nine data gathering processes, as follows:

1.

L5
wd

Ethnographic observations of the principals. Principals
were observed directly over a period of seventeen weeks.

The observations were essentially ethnographic in naturej that
is, we observed the principals without preconceived ideas as
to what we would find, and attempted to use the observations
as a way of understanding the principals' world as they

see it. Initially we "shadowed" the principal for five
consecutive days recording each aspect of a day's work.
Note-taking was organized to display the duration of the -
event, participants involved, and purpose or content of

the contact. Our role was that of passive participant

or spectator, not active participant.

The notes of these observations were recorded in a field-work journal.

2.

Ethnographic interviews with principals. The interviews were.
both informal and formal. The informal interviews occurred
during the course of the observations and were designed to
illuminate the observational data. The formal interviews

were arranged throughout the data gathering process at a

time convenient for the principal and were primarily
descriptive in nature, focusing on the issue of instructional
leadership. A draft of sample questions used in the principal
interview is located in the appendix of this document.

Other questions were used based on information derived from
our observations and the line of response emergent from the
interview. The interviews were tape-recorded whenever
possible.

Interviews with teachers. Eight teachers were selected at
random in two of the schools. The assistance provided by
a doctoral student allowed ten additional teachers to be
interviewed in the remaining two schools. Teachers were
interviewed by the investigators in order to ascertain
their views about these matters: '

a. What do-you think is meant by '"instructional leadership"
as it applies to the role of the junior high school
principal?

b. Can you tell me some stories or incidents which show how
" your principal acts as an instructional leader?

¢c. Are there occasions when persons other than the principal

assume the role of instructional leader? Can you describe
how that happens?

14



4. Interviews with other administrators. DPrincipals, vice-
principals, department chairs, counselors, and reading and
math specialists were interviewed to expand our understanding
of how the school is organized. Questions for these inter—
views probed perceptions in these areas--knowledge of goals
and standards, expectations of students, feelings of
collegiality among staff, sense of support from the principal,
freedom to take initiative, etc.

5. 1Interviews with students. Seven students selected at random
from various grades were interviewed to learn their perceptions
of how the instructional program helps them achieve in basic
skills. Specific questions explored student perspectives on
how administrators and teachers provide an instructionally
effective program.

6. Obhservations of school. The school was observed informally as
the observation and interviews described above were conducted.
In addition, there were several carefully structured observa-
tions of the school--its classroom, corridors, play areas,
faculty workrooms, and offices. The purpose of these observations
was to collect evidence about the extent to which the general
educational environment seems conducive to learning and the
extent to which the principal impacted directly on that
environment.

7. Principals' log. We worked with each principal to develop a
log which enabled that principal to collect his or her own
data about use of time. '

8. Records. The researcher asked that a mailbox be labelled
with his name and that all routine mail teachers receive be
automatically placed in the researcher's box. Additional
records also were requested for analysis including: results
from standardized tests; progress reports; end of the year;
reports; goal statements; teacher evaluations; and
attendance records of students, teachers, and administrators.

9. Surveys. Two surveys were administered to each faculty during
a faculty meeting. The first survey, Additional Information
Survey, probed for faculty perception of administrators' visi~
bility, overall school progress,. the principal's priorities,
etc. The second survey, Sources of Instructional Leadership,
assessed perceptions of which roles were providing or contri-
buting to the accomplishment of instructional leadership func-
tions.

{
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Data Analysis Procedure

The essential purpose of the data analysis is to identify what
Opler (1945) calls "eultural themes'". He defines cultural themes in
this manner: "A postulate or position, declared or implied, and usually
controlling behavior or stimulating activity, which is tacitly approved
or openly promoted in a society." The society here is the urban
junior high school, and the cultural themes which will be singled out
for study are those dealing with instructional leadership.

These particular cultural themes were identified first by separate
analyses of the eight data sources described below.

1. Ethnographic observations. The notes from the field journal

' were analyzed closely and coded initially in two ways:
these behaviors seem directly related to the role of
instructional leadership; these behaviors do not seem related
directly to the role of instructional leadership. These
behaviors which seem related were then further studied in
order to derive a taxonomic analysis of instructional
leadership behaviors.

2. Ethnographic interviews with the principals. _Thertapes of the
interviews were reviewed and closely analyzed. The first
analysis identified those parts of the interview that relate
to the issue of instructional leadership. Those sections that
reiate to instructional leadership then were further coded

as follows:

a. Metaphors the principal uses to talk about school, learning
and teaching.

b. Slogans reﬁeated by the principal that seem an important
part of the belief system.

c. The principal's perceptions as to how he or she achieves
instructional consensus.

d. Statements about the principal's instructional priorities.

e. Statements that reveal the principal's perceptioﬁs of the
pupils.

16
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3. Interviews with the'teachers. The interview with the
teachers was reviewed and analyzed in order to ascertain
common and unique responses to the two questions posed
in the interview: whe do the teachers conceive is meant
by "instructional leacz2rship of a principal"? In what
specific ways does the principal act as an instructional
leader?

4. 1Interviews with other administrators. Interviews with other
administrators were reviewed and analyzed to assess how the
principal delegates aspects of the school program. Deal and
Celotti note that the delegation of instructinnal leadership
responsibilities to second line administrators may be an
effective strategy for tightening up a loosely coupled
system and thereby insure more effective coordination

5. 1Interviews with students. Analysis of student interviews
focused on their perceptions and understanding of the
following issues: the purpose of school; teacher and
administrator expectations in regard to student performance
in basic skills; the rigidity or flexibility of academic
standards; sense or orderliness and safety in school;
"accéssibility of principal and teachers; responsiveness of
principal and teacher to student needs or concerns.

6. Observations of school. The notes in the field journal
relating to the observations of the school were coded to identi-
fy, first, those aspects of the school environment that seemed
supportive of or conducive to instruction, and second, those
supportive aspects which seemed to be directly a result of
the principal's interventions. '

7. Principal's log. The principal's logs were analyzed first
to determine what percentage of the principal's time was
devoted to instructional concerns. That instructional time
was then further analyzed to identify important sub-categories
as they related to instructional improvement.

8. Records. Records were organized into content categories. A
frequency count was made for each category. Analysis focused
on the emergence of recurrent themes with specific attention
to those documents that communicate about the school's
instructional progress.

9. Surveys. In addition to the use of qualitative methods of
investigation the researchers used two surveys to assess each
faculty's perception of the nature of instructional leadership
in their school. Both surveys were administered near the end
of the study, One of the surveys called the Additional
Information Survey (see Appendix'p. ) asked five questions

s
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which measured the frequency of administrative observations
and evaluations of teacher performance, the visibility of
the administrators in the halls and cafeteria, the progress
the school is making, and a rank order of the principal's
priorities.

The second -survey called Sources of Instructional Leadership
(SOIL) was developed to display the instructional leadership
patterns by role and function in schools. Respondents were
asked to indicate the extent that various persons perform 31
tasks related to instructional leadership. A description of
SOIL's development, an explanation of how data is analyzed,
and a sample of the survey instrument itself appear in the
appendix on -page

These separate analyses were then used to develop a composite
picture of the junior high school principal as an instructional leader.
Case studies for the four schools will be presented in the following

sequence: Brown, Hoover, Lynnwood and Polisher.

18
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BROWN JUNIOR HIGI SCHOOL

The Setting for the Study

The Brown Junior ﬁigh Schuol is in one of the oldest sections of the
city. It is a community where factories, trucking terminals, and retail
stores crowd the modest row houses. Once a center for the textile
induétry, parts of ‘it are now perceived by many as a dying community;
althqugh mény of the housés have appfeciated in -value many of the
factories are empty, and the’fe& remaining étores survive on marginal
profits. It is near enough to the river and to rail facilities that it
will always have some industrial activity, but it does not sezm to have
much to offer in a post—iﬁdustrial age.

It probably will survive, however, as a collection of smali
residential neigthrhoods. In fact, its strength ﬁrobably derives from
the fact that it has traditionaliy been an enclave of several European
ethnic groups. There is still a strong Polish-American community, and

~ Irish surnames are mdkh in evidence. Some of its streets fit the stereo—
type of the old urban ethnic communities; small houses, écrubbed steps,
.clqan streets, the Catholic church, the neighborhood bar--a pleasant
setting for old families with old values. But other streets suggest a
more obvious decline: abandoned houses boarded up, vacant stores,
graffiti—cdvered walls, and piles of trash and debris.

Always a place whefe Blacks were unwelcome, it has in recent yea;s
seen a ﬁajor influx of‘Puerto Rican families whb'give the'neighsorhood
an Hispanic overlay. Large portions of ;he commuhity are now occupied

B

‘almost totally by Puerto Ricans, and the nearby restaurants and stores

.19
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announce their wares in Spanish.

But all the residents have one thing in common: their lack of
afﬁlﬁence. The most prosperous families have both'parents working in
blue-collar jobs, worried about how long the job will last. The least
prosperous have one parent on welfare and the other absent-—and the
single parent worrying about how long the food stamps will last.

The Brown Junior High School obviously reflects in its history all
the changes of its community. When built in 1924, it must hgve been
considered a modei school for an intact workiqg—class community. It is
an imposing three-story brick structure, surrounded by a large paved
playground. The main entrance leads to an attractive fojgr, frgk which
two large stairways rise ;o the marble corridor on the second floor,

where the main office is located. But now there are obvious signs of

_decay. Broken windows are covered with plywood. Doorknobs are frequently

.

missing from classroom doors. Many locker doors were broken at the “time

of'the study; the principal reports that many have since been replaced

.

or repaired. The roof leaks in several places. One of the faculty
lounges seems to be a shambles. Student lavatories are soO dirty-that

parents complain and students avoid using them. Of the seven students

interviewed by one of the researchers, six complained--without prompting--

about the appearance of the building: 'the bathrooms are disgusting,"
"the cafeteria is dirty," "our lockers don't work,'" 'our desks are in
bad shape," "it's a messy school." The principal later reported that

two hundred new chairs have been ordered.

.

20




15

The deteriorating ;hysical condition of the plant has prompted some
community complaints. The principal, Dr. William Lightfoot reported
that the fire marshal had stopped by and complained about hazardous .
storage conditions. A public health inspector had come by to inspect
the puﬁil lavatories, in response to an anonymous phone ca}l. Lightfoot's
attitude towards' such complaints seems to be, 'Let them complain loud
enough and maybe I'll get some help." With some apparent justification,
Lightfoot blames thé condition and appearance of the building on "déwntown".
Maintenance budgets have been cut; a small handful of maintenance )
personnel serve many schools. Union rules restrict the principal's
ability to make even simple'changes: if a teacher's desk is to be
moved, a work-order Just be submitted, and only furniture movérs can
do the job--since the custodian's union prohibits custodians from moving
furniture. And the school principai'has no direct authority over the-
custodian in his building; the custodian reports to a district and
central office division that supervises all custodial help.

But regardless of who ié to blame, it seems evident that the
appearance and condition of the building have a negative effect upon
everyone involved. As noted before, students are vocal in their
criticism of the school's appearance; The custodian seems to respond
to the poor conditions with a cynical light—heartedness. On one
occasion, he informed the principal that he had replaced a light bulb--
and then added, "But don't tell anybédy about it——théy would want moref

changed-~and they're better off not seeing the dirt." A parent active

in the home and school ‘association complained to the researcher that

21
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the toilets are so dirty that pupils avoid using them. Lightfoot seems
" frustrated--but resigned: his comments and actions,seem to suggest
that he feels things will not get better. ‘One teacher said to'the
researcher, "APpearances count-—and the appearance of this ﬁlace is
rapidly goiﬁg down hill."

- Its pupil population has undergone an interesting shift as well.
Once entirely white, the pﬁpil population is now abéut gne—third
Hispanic, a;d one-fifth Black. It is interesting to note from Table 1
that the percentage of pupils who are neither Black nor Hispanic has
remained relatively constént‘over the past nine years, while the
percentage of Hiséanic students has ,gone up from 19.6% in 1972-73 to 33.37%
in 1980-81. 6bsérve also that the percentage of pupils from "low-income"
families has increased. As Table 1 shows, in 1973-74, just about half
of the pupils were from low-income families; in 1980-81, agout two—thirds
were from such families.

During those years of great change in the community and the school,
the overall achievement of the pupils, as measured bxfstandardizea
achievement tests, has shown moderate improvement, in terms of the
percentage of pupils scoring in the lowesp rénges. As Table 1 shows,
in 1973-74 49% of the pupils scored below the 16th percentile éccording
to national norms, and 38% scored in the 16-49 percentile. In 1980-81,
427 scored below the 16 percentile, while 447 scored in thie 16-49 range.
While the percentagé of pupils in the upper ranges remained relatively
constant, there:was a 6% difference in the t&o bottom ranges. The

principal also réports a "10% increase'" in achievement for 1981-82.
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The data on the teaching staff (see Table 2) indicate that tLe
most important changes are in the experience level of the instructional
staff and in its racial composition. In 1972-73, abéut one~fourth of
the staff had less than two years' experience; in 1980-81, only 67 had
less than two years' experience. In 1973-74, 167 of the full-time staff
were Black in 1980-81, 41.4% were Black.

One other iﬁportant trend noticeable in the facuity data involves
teacher absqﬁce. In 1972-73, the absence rate of the total staff was
5.23; by 1979-80, the rate had almost doubled, to a high of 11.19,
after consistent increa;es in every intervening Year, Note,‘however,
that the ;eécher absence rate for 1980-81 had decreased:from-its
1979-80 high, returning to a rate comparable to that of school year
1978-79. |

It might also be interesting to note the changes in the faculty-
student ratio ov;r the years covered by Table 2. 1In 1972-73, the ratio
of instructional staff to _average enrollment tras 1/23.5; by £980—81, it
had been reduced to 1/17.9. A clearer picture of the instructional
load. is perhaps yieldeq by comparing the number of instructional staff
;with the number of pupils present, rather than the number enrolled.
Consider the year 1980-81, for example. While there were 1471 enrolled,
only 1003 students (68.2% of that figure) attended school on a typical
day{ Thus, in that year the ratio of teachers to pupilg in attendance
was only 1/12.2. -

Perhaps this thumb-nail description might best charaéterize the

sefting of the Brown Junior High School:
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Faculty Data, 1972-1981, Brown Junior High School
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An old school, that was once a model of school comstruction,
is now in need of major repairs. It is in a neighborhood
that was once all white and is now one-third Hispanic. TIts
pupils come from poor families~-~many more than there were
nine years ago.. Over a nine-year period, the faculty have
become more exrzrienced--and a greater number of them are
Black. Over the years administration and faculty have been
able to make a moderate improvement in pupil achievement.

On a typical day about a third of the pupils and about 10%
of the faculty are absent.

It should be noted here that the principal believes this report does

not present an accurate picture of the  .ysical plant. 1In feviewing the

‘report, he indicated that he discusses building maintenance ‘every day T

with the custodian, reviews the topic at each,menthly meeting with

the union representatives, and has mede consistent efforts to }mprove
maintenance. He reports that the bdildiﬁg was completely cleaned over
the summer of 1982, and teacﬁers have been encodraged to take pride in

their housekeeping.

The General Pictere of Leadership at Brown Junior High School

IAs explained in the 'methodology' section, the general leadership
climate was assessed through the instrument termed‘”Sources of. Instruc-
tional Leadership (SOIL)". The instrument assesses the leadership
contributions to instructional responsibilities of five roles within the

school: principal, vice-principal, department head, school-based

reading or math spec1allst and teacher. For each rQle, 1t was p0551b1e )

to identify flve or six factors through a factor analysis of” individual
items on the questionnaire. It should be noted that, in the tables
that follow, a mean score is given for each factor within each roleé.

Meaﬁ scores between 1.34~2 indicate that the respondents believed that

for this factor, these holding that role are "providiﬁg leadership'; mean
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scores between 0.67-1,33 indicate that respondents believe that those
designated are "eontributing” to that aspect of instructional leadership;
scores less than 0.67 indicate that the respondents believe that those
indicated are neither providing nor contributing to that aspect of
instructional leédership.

Thi; section will review the results of the questionnaire survey
of ‘the Brown faculty and administration, forty-nine of whom submitted
usable returns. Perhaps a comment needs to be made here about the rate
of return. At the time the survey was made, there were eighty-two
staff members. Since teacher absenteeism at the school averaged abouf

‘ 10%, it can be assumed that probably 8-9 teachers were absent. And it
was evident when the survey was administered that several teachers
refused to complete the survey. -One teacher, upon receiving the.
questibnnaire, said, "According to the contract, we don't have to
complete this.”" He pushed aside the questionnaire and sat -there with
arms folded. His refusal seemed to influenceAsevera} of those sifting
arou;d him.

Thus, aboutitwo~thirds of those present completed the quesﬁionnaire,
and it cannot be determined how those who did not respond feel about
the issues raised in the questionnaire.

As Table 3 indiéates, the respondents at Brown believe that the
principal contributes to instfuétional leadership through four of tﬁe
five factors ideﬁtified:> observes and evaluates teachers, establiéhes
‘an academiolclimate;'egtéblishes gpais and responsibilities, apd

allocates resources. They believe that he does not proﬁide nor contribute-
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Table 3

Leadership Scores on SOIL for Brown Principal

Factor : Mean Score®
1. Coordinates and supports instruction , .48
2. Observes and evaluates teachers 1.07
3. Establishes an academic climate .89~
4., Establishes goals and responsibilities ' .96
5. Alloéates resources 1.14

a2, provides leadership; 1, contributes to leadership; O, neither
provides nor contributes to leadership.
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to the coordination and support of .instruction.
(It might be noted here that this factor "ecoordination and support

of instruction" is a composite of fourteen items on the questionnaire

which in the factorial analysis clustered together. It subsumes such

1" on

items as 'helps teachers develop instructional materials, coordinates

' and "works with

instruction between different grade level teachers,’
teachers to improve instructional program.')

The respondents at Brown percéive the vice-principals as playing

little or no role in instructional leadership. ‘an only oné ofrthé
factors, 'maintains an academic climate," do they perceive him or her as
making a contribution. On the other five factors, as Table 4 indicates,
the mean scofes indicéte that they perceive him or her as neither
providing nor contributing to instructional leadership.

The respondents believe that the department heads at Brown
contribute to two aspects of instructional leadership: "improve the
use of instructional materials," and "clérify the direction of instruction."
As Table 5 suggests, the scores on the other three factors indicate
that respondents believe that the department heads neither provide nor
contribute to leadership by projecting an academic emphasis, securing
resources, Or develoéing collegial relationships. The‘scores_for the
school-based reading or math spe;ialist, as can be seen in Table 6,
indicate that the fespondents do not believe that these individudls
either provide or contributé to leadersﬁip in any of the six factors
identified.

It might be noted here that the'ﬁrincipal challenged ;he‘teachéfs'”
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perceptions when he reviewed this report. He believes that the reading

specialist does an especially effective job in probiding leadership

throughout the school.

Brown respondents perceive the classroom teachers as contributing

to instructional leadership by developing a learning climate and by

relating to the direction of instruction. In the other four factors

identified, as can be seen in Table 7, they perceive the teachers as

neither providing nor contributing to leadership.

Perhaps one of the most useful ways of analyzlng the returns on the

SOIL instrument is to examine the summary data for each role. Means

were computed for each of the five roles, using all the items on the

questionnaire. As Table 8 indicates, the respondents believe that the

1]

principal is contributing to, but not providing, instructional leadership.

The data also suggest that the respondents believe that those holding

the other four roles identified neither provide nor contribute to

instructional leadership.

Another way of examining the general picture yielded by the

questionnaire returns is to recapitulaté the results of the factor

analyses.

I1f we review all the data provided in the foregoing tables,

we can make these general observations about the instructional leadership

at Brown school, as perceived by respondents:

1.

No one provides instructional-leadership in any factor
designated. ,

The principal contributes to instructional leadership by
observing and evaluating teachers establishing an academic
climate, establlshlng goals and respon51b111t1es, and allocating
resources. : - : :

- . A R 32
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Table & %

Leadership Scores on SOIL for Brown Vice~Principals

Factor Mean Scorea
1. Directs and supports instruction 47
2. Maintains academic climate 1.07
3. Improves instruction a .35
4. Organizes resources _,44
5. Observes and evaluates ﬁeachers _ .58
6. Communicates academic emphasis .57 .

¢ L

2, provides leadership; 1, contributes to leadership;
0, neither provides nor contributes to leadership.
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Table 5

- Leadership Scores on SOIL for Brown Départment Heads

Factor I Mean Score”
1. Improves use of instructional materials ‘ . .18
2, Projects an academic emphasis 46
3. Secures resources 47
4. Develops collegial relationships i W47

5. Clarifies direction of instruction ' .78

.

a . . . -
2, provides leadership; 1, contributes to leadership;
0, neither provides nor contributes to leadership.

~.
t
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Table 6

Leadership Scores on Soil for
Brown Reading, Math Specialists

a
Factor Mean Score

1. Improves.instructional materials
2. Improves instruction

3. Supports academic emphasis

4. Dev?lops direction of instruction
5. Structures program

6. Supports coordination of instruction

.35
.21 -
.QO:
.40
.27

.35

éZ, provides leadership; 1, contributes to leadership;
0, neither provides nor contributes to leadership.

Y
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Table 7

. Factor . Mean Score?
1. Develops learning climate .89
2. Supports 09113359¢5> o ) ] | .23
3. Organizes program .43
4. Relates to direction of instruction .67
5. Coordinates with colleagues .35
6. De?elops instructional materials , L4l

a2, provides leadership; 1, contributes to leadership;
0, neither provides nor contributes to leadership.




] Table §

.Summary Scores for Brown Leadership Roles

» Role : Mean Score?

1. :Principal ~.91

2. ' Vice-principal .58

3. Depaftment head .59

4. School-based reading or math specialist .33

5. Teacher ) .30
a2, provides leadership;-l, contributes to leadership;

0, neither provides nor contributes to leadership.

LS
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3. The vice~principal contributes to instructional leadership
by maintaining an academic climate.

4. The department heads contribute by improvlng the use of
instructional materials and clarifying the directlon of
instruction.

~ 5. The teachers contribute by developing a learning climate.
Instructional leadership seems thus diffused and differentiated,

with several parties contributing to separate aspects, but no one

: providing-léadership. N

The Principal of Brown: Dr. William Lightfoot

The center of our interest at the Brown Junior High School is

Dr. William Lightfoot, the principal. At the time of this study, he had
. just turned fifty. He comes across in interviews and oBservations as a

highly intelligent and articulate man, one”who understands the Philadelphia
School System and where its sources of power are. He has been at Brown
sinee 1970, when he arrived from having setved as a vice-principal and
teacher in other Philadelphia junior high schools.

Principai Lightfoot's office is a busy center of activity, which
seems to serve hany purposes. First, it is a corridor of sorts. Located

P

between the vice-principal's office and the outer office, it is frequent ly
used by administrators,.teachers,‘and students who are 51mply trylng-to
get from one place to the other. There is a small lavatory off in one
corner, and that lavatory is often used by students, after they have
stopped in and asked permission. Since the principal's office houses

the speclal education student files, anyone who needs to use those'illes

-~

‘comes to the office, opens the flles, and examines student records.
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Off to the right hand side of the office is a small conference table,
which is often used by administrators and teachers who wish to hold
impromptu meetings. And back to the left is Principal Lightfoot's‘desk,
framed by four or five‘carefully tended house-plants. g

And at the center of this activity sits Principal Lightfoot. In'
actual practice, his door is almost always open. On only one occasion
was the';esearcher asked to remain outside while a potentially "hot"'
eonference enused. But for .the most part the office is a place where
ipeopie seem to wander in and out at wiil——to see the principal, to go
from one;office to the other, to use the lavatory, to check the files,
to hold a~conferenee. Lightfoot. seems to want it that way. He indicated
todthe researcher that other observers had commented on the lack of
p?i?éey provided by the;office, but he decided to leaVe:tnings as they
are. He seems to have developed ways of tuning in and tuning out,
depending upon what is happening in the office. Thus, he will be sitting
at his desk while the special education supervisor and the nurse talk
at tne conferenceqteble about aispecial'education placement. He signs a

few'formé, interjects a comment into the special education dialog, looks

up to greet a teacher who has a special reyuest, Signs a discipline form

for a student, mskes”another eonnent abentvthe spec1a1 education place:“
ment, and answers a telephone csll.

One suspects that Lightfoot enjoys tnis:sense that his office and
he are at the center of all activity and decision-making and that the
busy-ness of this office, which others mignt.find;distracting, is_fo;v 

him only stimnléting.
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How does Principal Lightfoot see himself and his school? Piecing
together his remarks made on several different occasions--and, for the
most part, using his own words--we see this picture emerging:

I'm concerned about myself as a leader. I've participated
in several studies of leadership. My work with Furness (a
leadership consultant) was very helpful. I got feedback from
the staff and used it to change my behavior. I was sending
out inconsistent signals to the staff, according to Furness.
For example, I have a sign in my office asking people not to
smoke but I let my vice-principal smoke here. The teachers
just didn't understand how important smoking is to the VP--
and they didn't realize that my not objecting to his smoking
was just a realization on my part of how much he needed to
smoke——and an appreciation of all he was doing for me.

I was also told that I didn't delegate enough People say
that when I delegate I hold the reins too tlght. That's not
really the case, I don't think. After all I'm the person
responSWble for this school. I just can't let loose complete]y
I'm really committed to participatory leadership, but Furness
says I don't use the department heads enough. I tried to
re—institute meetings with them, but they turned in to gripe
sessions, so I dropped them for a while. When I wanted the
teacher corps project, I did an end run around them. I'm now
meeting with the department heads. I'm committed to team
decision making. '

~ I've also-gotten some good feedback from a recent leadership
workshop. My scores on the FIRO-B test are especially helpful.
They showed that I m not assertive enoughj; my other scores were
close to the norms for other principals.

'

I try to be flexible in my decision-making style. When I
need to make qu1ck decisions, I can make them. When I need
to be more reflective, then I can. When I have to make a
decision, I look at the options, consult with people who I
think have some ideas, and then make a decision. .

L4 .

I think that style has produced some good results. There
is more of a meeting of the minds of our staff, about the
direction we're headed in. We've had a lot of good staff
development work récently. " The staff have come to realize
that I am more structured than they thought I was. 1In one

- of the recent evaluations they did of me, the staff said,
"The administration seems more in control."

e}
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When I think about our accomplishments, I.think I'm
proudest of three. Back in 1972, we began the criterion
reading project, a way of being sure that reading instruction
is closely correlated with reading testing. It made a very
strong impact, and now after ten years, five teachers are
still using the project. Then in 1974-75 we got involved in
the Teacher Corps project. We had a limited time to get the
proposal together; I had to push hard. Only three schools
submitted proposals, and ours was the best. The project
involved inter-disciplinary teaching. Thirteen teachers were
involved, with on-site personnel from Temple University.
Teachers wrote units involving many of the disciplines.
Unfortunately, we had a problem getting the units reproduced.
But they're still in the library, and I think teachers still

_refer to them. There was a bit of a problem with people

I

from the community--who thought the project really wasn't
addressing our real problems. I was also bothered because
those running the project at Temple didn't involve the
principals enough. At my insistence principals were given
a more active role. I worked with the other principals
involved in writing a handbook on the teacher corps and the
principal--but it was never printed, even though we were
promised it would be.

I think our recent involvement in mastery learning is
also important. I heard about mastery learning, visited a
school in Brooklyn where they are u31ng it, discussed it with
some of our key teachers, and arranged for interested teachers
to attend workshops offered by the Affective Education office.
I think now about ten of our teachers use mastery learning
principles and another ten know about it. I think we would
have had much more teacher participation if I had taken a
more active role in the project.

Of course, I'm not the only one providing instructional
leadership here. The vice-principal at my urging is taking
a more active role, getting out into the building, checking
lesson plans, and visiting classes. A few of our department
heads are providing leadership. And the director from 2lst
street does a good job keeping math teachers on their toes.

But we have serious problems, of course. I feel

enthusiastic about my job, but we're still not approaching

our instructional tasks with enthusiasm. We'll éift into
next year, instead of moving into it. 1It's hard for me to
plan ahead for the next few years. There is no long-range
planning downtown. The people down there are out of touch
with the schools. They sit in their offices and issue
mandates. No one down there is paying any real attention
to us. They're all busy jockeying for position in the race
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to be the next-superintendént. There's a lot of talk about
important changes, but nothing seems to be getting done.
And we don't get_enoughISupervisory help. The district
supervisor has seventy-two schools to cover; she doesn't
have time to observe teachers. What happens if we get a
turkey?

And here in the school the department heads are not as
much help as they could be. They're just book clerks. When
I was away recently on a trip, I asked teachers to submit
lesson plans——and I knew I could not rely on all the chair-
persons to help. The strike, of course, set us all back. I
would like an uninterrupted year for a change--so we can make
some plans. Teacher absenteeism is a problem. :Teachers don't
want to stay after school or do special planning. They feel
dispirited. And we principals are bitter about our owh contract.
" I've had to be tough with teachers. During the past several
years I have rated five teachers as unsatisfactory. And one
case still has me upset. I rated this one teacher as unsatis-
factory. The teacher sued me. My legal costs were picked up
by the NASSP' (the national principals association), not by the
local board. The board said they would not pay my legal costs
because the teacher was a resident of New Jersey and the case
was being tried there...I won the case--but the teacher is
still here on the staff. : ‘

As I look ahead, one of the tﬁings that concerns me is
the:issue of school organization--whether we should have middle
or junior high schools. I suppose I have mixed feelings about
the issue. We need a consistent junior-middle school philosophy.
Right now it's a philosophy of 'let a thousand flowers bloom'".
There are too many magnet programs drawing off the top students.
I'm worried about what the district is planning for middle
schools-—and what those plans mean for me. Our junior high
principals group should be more active--but the principal who’
heads our group is too busy worrying about the politics of
the superintendency. So as a result the junior highs are getting
dumped on. If we were reorganized as a middle school, we
could reorganize the staff. But I think a lot of our teachers
are apprehensive about having to deal with 5th and 6th graders
in a middle school. :

So where am I headed? I'm not sure. I have to accept
the fact that I might be destined to be a middle manager.
The more I see how the district superintendent works, the
less I am attracted to that position. I may take a sabbatical
to teach abroad. But I'm not sure. I'm starting my twelfth
_year here, but T don't feel jaundiced. I've applied twice to
be a district superintendent. Each time I've finished in the
top five--but in each case the decision was made on the basis
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of political and ethnic factors. In Philadelphia schools your

ethnic identity is important when it comes to being promoted.

The district superintendents are awarded by ethnic rotation.

When Cohen got the district superintendent's job, it was

widely known throughout the city that the person to be selgcted

would be a member of B'mai Brith lodge (an association of

Jewish educators in Philadelphia). The last time I applied for

the district job, Marcase (the superintendent of schools) came

out to interview me-—and I heard from several sources that he

was really impressed by the interview. I've put in an

application to be superintendent of schools. I really don't

think I have much chance of getting the job—-but it's good to

keep reminding them that I'm here.

In reviewing later this summary of the interviews, Principal Lightfoot
made this comment about his feelings of "drifting into next year'':

"Tt didn't work out that way. We planned for it in spite of a lack of

a long-range plans." He also reported feeling more positive about the
support he was receiving from "2lst Street". He seems to feel now that
channels of communication are-.much more open and that more help is being
provided.

The day following one of the interviews in which Lightfoot seemed
to be somewhat negative about the school's present status and its future,
he wrote the following letter to the researcher who had interviewed him.
It is included here in order to round out the picture of how Lightfoot
sees himself and the school.

Another way to round out the picture of Ligﬂtfoot is to add some
extended comments Lightfoot offered to the researchers after reviewing

a first draft of the report. _(His comments are quoted verbatim below,

{ except for some minor changes made to preserve confidentiality.)
P g
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" PHILADELPHIA, PA.

v

April 15, 1982

A

Dr. Allan Glatthorn
University of Pennsylvania
Graduate School of Education
37th & Walnut Sts. ,
Philadelphia, Pa. 19104

Dear Dr. Glatthorn:

Yesterday s discussion of where we are headed seemed
disjointed and confused, contrary to what is actual.
There 1s a definite plan of where ought to be
that I see clearly. What happens in the long run may
be dictated by external forces but we are really cer-
tain that the goals for the next several years revolve

around: _
1. Raising achievement levels
2. Improving attendance
3. Updating the curriculum to meet future needs
of students; e.g.,computer literacy, basic
literacy,parenting skills
4. Renewed community involvement

These are not simply verbalizations, they will be imple-
mented by increased staff supervision, increased efforts
to bring the community into the school, and increased
efforts to 1mprove communlcatlon among staff.

On Thursday. April 15, the department chairmen will meefl
tc discuss the Annual Repﬁrt due on May 12. We will meet
again on April 30 to see where we have gone in response
to the seventeen page plan. We need to have a definite
plan by June that teachers will buy into for’ September.

i hope that this clarifies my p051tlon and helps in your
research. While I feel the system is in flux, I also

believe in Tolstoy's philosophy that the field commanders
and troops decide the battles despite the mechinations of
the generals. So we will go on committed to providing a
guality educational program and not let extraneous forces
divert us. Hopefully, we as a staff are not drifting nor
rudderless. T

Sincerely,

Q ‘ \ . ?rgﬁqipal
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There are several areas of the document that, in my opinion, need
clarifi~ation.

The basic premise of your research is that the principal is the
instructional leader of the school and that the stronger he functions
in this role the greater the achievement of students. I will not quarrel
with this even though some recent research.is questioning this premise.
But I want you to be aware of forces that have, perhaps, led to the
anomalies of behavior that you have observed. '

In 1970 the superintendent, with the help of others, developed the
Institute for Advanced Administrative Study. I chaired the planning of
the district's piece of that action. The entire thrust was that the
principal must wipe the concept of “instructional leader" from his thinking
and function as a ''manager". I was appointed to the principalship at the
conclusion of that institute. By the time the new superintendent arrived
on the scene, many directors were calling for a more ordered curriculum
and a return of the principal to his former role. However, we had three

years of maintenance, cuts and a burgeoning special education population
as a result of PL94-142 and Judge Becker's intervention. In the twelve
years I have changed vice principals eight times in the one position.
0'Brien has remained constant. During all of this time I tried to focus
on curriculum but ended each year with the feeling that I hardly was

able to do enough in the classroom.

In 1981-82 after the horror of the strike I did observe more classes,
and contrary to your document, held follow-up sessions with these teachers.
I shall specify these in the body of my critique.

Though I feel strongly that Department Chairmen on the junior high
level are weak by their job definition, I value their input. We held
regular meetings throughout the Spring and agreed to present the staff
with tighter promotional and grading standards. Departments are developing

- mid-term and final examinations based on’'agreed upon goals. More super-

vision would be possible if Department' Chairmen enjoyed a status outside
of the PFT and were given similar roster compensation to that of their
senior high colleagues.

I do ask teachers to invite me to observe and was able to respond
to this request at least four times in May and June. I am well aware
of the different models of supervision and intend to use some of them
this year. : )

As I mentioned, Brown came up by about ten points in last years
CAT testing. Our tightened standards for behavior, homework, and
attendance should aid significantly in our aim to make Brown an outstanding
school.

<
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Sure, I'm political. The very nature] of the job makes conciliation
skills a necessity. One can be political and still have integrity and
principles., Some on staff would like me to take-stands simply to demon-
strate power. That can be self-defeating, \in my view.

\ .
: A .

_ I think it is also important to note tﬁgt of the four schools you
studied only Brown has the' diversity of population. The geographic area
that it serves is also more economically diverse than any of the other
schools. These factors impinge on everyonels behavior. Some of the
staff who came as a result of forced integré;ion from all black schools
are only now, three and four years later, beginning to accept the
differences. Many were resentful and some were afraid to be in our
neighborhood.. The principal, in such a setting, must be constantly
aware of nuances and sensitive to interactions.

While it is true that grant money has dried up, we nevertheless did
submit a proposal to Radio Shack which_wbuld‘have beeh.funded had we not-
included a quote; from Marcase and a description of the Division of
Instructional Services (proposals had to be blind). Another proposal
for Problem Solving via Computer will be submitted in October as well
as to seek an additional grant from the Commonwealth for computer
education. : )

Contrary to the perception that I am "soured", I see each year as
a challenge. My hope is iﬁat this year I am finally on my way to running
a school in cooperation with my colleagues in a fashion that makes sense
to me. TFor the first time we seem to be able to act rather than react.
Can you realize the difference this makes?
\
Please feel free to coﬂtinue the dialog.

!
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Lightfoot's Interactions: the Observations and the Lo
g g

In quaﬁtifying and analyzing the observational data, it was decided
to use the "behavioral event' as the basic unit of analysis with
Principal Lightfoot's activities. As defined bvaorris and others (1981)
a behavioral event is "a piece of managerial businesé which, for the sake
of analysis, may be separated out from surrounding activity and examined
from a number of different standpoints" (p. 30). As we use thé term, a
béhavioral event is a bounded interaction between the principél and some
other individual in which both the focus and the location remain the
same.

It seemed useful to us to examine three aépects'of thé'principal's
behavioral events:  the location, or where the event took place; the
focus, or the type of concern or problem dealt with; and thé other person
involved in the béhavioral event.

. _ o
: As Table 9 indicates, most of Principal Lightfoot's events took
place in his office; almost Ewo—thirds'of the time he was observed

involved office interactions. If the events taking place in the outer

office are.added to this total, the total of office-located events rises

~.,
A

to three-fourths of the total. Almost all the rest of the time is
spent in the corridors, classrooms, or other centers of pupil activity.

While it seems likely ‘that the researchers' presence had some effect on

where Lightfoot does his business, it is perhaps fair to say that his

of fice is 'the center of his school life.

And. as Table 10 suggests, while in that office he seems most 3

concerned with pupils—--with their discipline, their attendance, the
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academic progress, and their schedules. 1In fact, if the categories

including all direct involvement with pupil concerns (pupil discipline

and attendance, individual pupil concerns, pupil activity program and

assemblies, and special education) are summed, then it .is-clear that
almost half of his time is spent in dealing with probléms and issues in

which an individual pupil or a group of pupils is the chus of concern.
! .

In a sense, then, it might be accurate to chéracterizeiPrincipal Lightfoo

as "pupil centered". This conclusion drawn from the aialysis of the

i
observational data can be illustrated by one vignette drawn from the

researcher's notes: on a busy day in Apvil, Lightfoot spent about an

hour trying to locate and retrieve the clothing of a boy| who had been
[~
\ .

injured during gym class. . \

\
A

As might be expected, teachers are second in gener&} importance;'in
tgrms of the focus‘of concern. About one-fifth of the iﬁteractions were
concerned with teachers' rosters, substitute coverage, or teacher super-
vision. One perhaps surprising result is tﬁe seeming unimportance of
curricular concerns. Throughout all the observaticns, a|curricular con-

cern (the content of a given course, the substance of wh%t was being

taught, the academic program offered the students) came up énly once.
Principal Lightfoot interacted most with individual classrcom
. teachers or with either of the vice-principals; about one-fifth of his

time was spent with either a teacher or a vice-principal} Individual

!

5 r
pupils were also important, as Table 11 shows; 17% of the events involved

;ngé;aggiggsywith;awpupil.W#(It_shouldﬂbe“stressed-hereﬁthat_Lightfootls—-
. i .

interactions with the researchers are not included in any of the
. - !

!
i

s
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Table 9

Location of Behavioral Events -
for Principal Lightfoot

‘ Percentage
Location Number “of Total
Principal's office - 139 : ’ 65.6 )
Corridor \ 21 9.9
OQuter office ' 19 T . 9.0 L
Classroom 16 7.5

Other* ' 17 8.0

TOTAL : 212

#0ther number of locations: cafeteria, 5; out of
building, '5; nurse's office, 3; roster room, 1,
discipline room, 1; vicejprincipal's office, 1;
gym, 1l= ‘

49
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Table 10

Focus of Behavioral Interactions,
Principal Lightfoot

: Percentage
Focus . Number of Total
Pupil discipline, pupil attendance 49 23.1
Ipdividual pupil concefn; (testing, )
academic. progress, schedule, etc.) 28 - 13.2
Teacher'roster, substitute coverage ° 22 10.4
Teacher supervision 21 9.9
Budget, plant, equipment 21 9.9
S . “ducati;n | . 16 | 7.5
“Pupil activit§ progranm, assembiies 9 4.2
Parent, community relations ' 8 3.8
Non-instructional personnel - 3 1.4
Curriculum 1 ‘ 0.4
Other* _ 34 16.0

TOTAL 212

*Other foci, number of: student health, 7; teaching a'class, 53
vice-principal selection, 5; personal business, 4; teacher
health, 3; payroll, 2; tokesn, 2; secretary luncheon, 2;
vice-principal duties, 2; vice-principal absence, 1;

district polities, 1.
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Table 11

Person’ Involved “a Behavioral Events,
Princiypal Lightfoot

. Percentage
Person - Number . of Total
Teacher ) 45 . 21.2
Vice-principal . . 44 20.8
Pupil 36 17.0.
Non-instructional personnel : ,

(other than secretary) 24 11.3
‘Nurse or counselor , 16 7.5
Department chaifperson S 15 7.1
Secretary ) ' 11 5.2
Parent 1 11 5.2
Special education supervisor

from district 10 4.7

TOTAL o 212
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foregoing analyses.)

In generél, then, the analysis of the behavioral events observed by
the researcherslin thirteen days of direct observation yiéids this™ general
picture of Principal Lightfoot:

He is if his office, talking with a teacher or one of the

vice-principals about thg conduct or the academic progress

of an individual pupil.’

In general, the log kept by Principai Lightfoot tends. to bear out
the observational data, at least insofar as the focus of tge events 1is
concerned. Lightfoot kept his own log on nineteen days when the researchers
were not present, noting only the focus of the event, ‘not éhe iocation
or the other person involved. Again puﬁil discipline and pupil
attendaﬁce were foremost in occupying his attention, apcor&ing to his
own légs. As Table 12 indicates, slightly more than_pne—fifth of these
interactions were concerned with discipline and attendance. Individual
pupil concérns other tthan discipline and attendance were agéinﬁimportant:
they were the focus of 12.7% of the events according to his log, as
compared with 13.2% in the observational data. There wés‘a m;rked
difference in the amount of time devbted to supervision.' According to
Light foot's log, he spent about 20% of the logged‘tiﬁe on.sppervisioa;
according to the researcheys' observations, about 10% of observed-time
was devoged to teacher supervisio;: But for the most'part, Lightfoot's

logs reinforce the general impression of the observers: that this is a

principal who is primarily concerned with individual pupils.

“3
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Table 12

Focus of Lightfoot Events as Reflected in His Log

Percentage
Event Number of Total
Pupil discipli;e, pupil :
‘attendance 50 21.2
Teacher §upervision'f 48 20.3
Budget, plant, eq;ipment 33 14.0
Individual pupil concerns 30 12.7:
Curriculum 18 A ‘ 7.6
Parent, community relations 12 5.1
Pupil activity program 11 A 4.7
Non-instructional gersonnel 3 1.3
“Other* | 31 13.1
TOTAL 236

*Other foci, number of: taking care of mail, 5; professional
meetings, 5; other school administrators, 5; personal
business, 5; covering classes, 4; miscellaneous, 7.

o)
e
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Principal Lightfoot as the Teachers See Him

The teécher'inﬁerviews were in general negative in théir appraisél
of Lightfoot. - Only one'ﬁf thé eight teachers interviewed expressed
generally positive feelings about him, characterizing him as "fair" and
"bright—~-almost too bright for the job". Three of the eight teachers
gave his performance mixed reviews; their negative and positive comments
seemed about equal in number. Cne téécher's respoﬁ;es could be
characterized as "negafive";'the other three Qere strongly.negaéive in
their tenor.

As Table 13 indicates, the hegative comments exﬁressed in the
interviews tended to fall into five categories: teacher relationsbips,
his supervisor§ behaviors, leadership style, problem-solving processes,
and student relationships. In general those who view him negatively see
him as a principai who does not have enough positive interaction and
communication with teachers, does not observe enough and does not give
adequate feedback after observation, iy not sufficiently visible, and
is too political in his leadership style.

The same five categor%es were used to anaiyze the positive comments.
As Table 14 indicates, most of the positive comments were in the area of

"Jeadership style'. Teachers interviewed spoke positively about -his

.

approachabifity and his willingness to change and about the leadership
he provided in intfoducing mastery learning and team learning 'to the

faculty. Those who viewed him in positive terms saw his faculty relation-

o
3

ships as more supportive and equitable and viewed his problem-solving

style as one informed by his own brightness and openness to innovation.

04



Table 13

Number of Negative Comments about
Principal Lightfoot in Teacher Interviews

Negative Comments

Number of Comments

TEACHER RELATIONSHIPS

Does not help or support teachers

Teachers do not respect or have
confidence in him

Does not praise or reward teachers
Does not communicate enough with
teachers

Does not check on non-performers

Teachers do not trust him

SUPERVISORY BEHAVIORS

Does not observe enough
Does not give good feedback
after observing

LEADERSHIP STYLE

Is not visible enough

Shows favoritism

Plays politics too much

Gossips too much

Is “burnt out’

Too possessive of school

Doesn't care enough about school

PROBLEM SOLVING PROCESSES

Has wrong priorities

Does not clarify objectives

Gets poor input ’
-Adopts innovations without analysis
Does not follow through

STUDENT ' RELATIONSHIFS

gtudents feel negative about him
Students do not know him
Is afraid of students

HHEFFEFMNDN DO,

=N

= -
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Table 14

Number of Positive Comments about
Principal Lightfoot in Teacher Interviews

Positive Comments Number of Comments

' TEACHER RELAT IONSHIPS

Praises and supports teachers
Encourages teachers to cooperate
Is fair with teachers

- Keeps teachers informed
Is concerned with teachers' health

H N

SUPERVISORY BEHAVIORS

No positive comments expressed

LEADERSHIP STYLE

Initiated mastery and team learning
Is approachable

Covers classes for absent teachers
Is willing to change

N NNW

PROBLEM SOLVING PROCESSES

Is bright 2
Is open to innovation
Knows the reading program well 1.

[N

STUDENT RELATIONSHIPS

No positive comments expressed
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Aside from their comments about Principal Lightfoot, the teachers
in their interviews revealed other important insights about their feelings
and attitudes. First, the tenor of their comments about the school was
rather negative. Of the eight teachers interViewed,.only one expressed
mixed feelings about the school in genéral; the other seven expressed:
feelings that could best be characteriéed as "pegative" or "strongly
negative'. Perhaps surprisingly, they were also rather critical of their
colleagues. Only one of the eight teachers interviewed spoke positively
about the faculty in general; t&o expressed mixed feelings; the remaining
fiv: were critical of their colleagues. Such critical comme;ts as these
were made: ''too much absenteeism', '"the uﬂion is too strong', ''morale
is low'", "teacherqilack commitment", "wé don't work together", ''there is
too much faculty instability", "ethnic divisions among the faculty com-
plicate.our relationships', '"we set a poor example for our students'",

"we don't communicate enough", "we're too cliquish".

Their comments;also:indicated mixed perceptions about the instruc-—
tional leadership in their school. Of the six who made explicit
reference to this issue, three indicated that they saw the department
chairperson as the»ins;ructional leader; one felt that the vice-principal
was the instructional leader; and two expréésed the belief that there
was no instructionél leéder in their school.

The teachers' responses to the special questions at the end of the
survey instrument yield additional insights about the pefceptions of
Lightfoot. As Table 15 indicates, about ﬁalf of the teachers responding

believe that he monitors pupil behavior in the school's public spaces

. _ 57
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(halls and cafeteria) from one to three times each day, a perception
that is in general borne out by the reseafchers; observations. Their
R . &

reports also indicate that he seems to vary the intensity of supervision:
about one-fifth of the teachers responding indicated that they had been
observed more than three times during the  previous academic year; about
one-fourth had been observed twice by the principal; a similar number'héd
been observed once; and aboﬁt a third of fhe teachers responding indicated
that they had not been observed at all last year by the principal. (See
‘Table 16.) The same sort of différential‘treatment seems evident in their
responses to the question concerning the principal's inspection of
lesson plans. When asked about the number of tiges the principal had
requested their lesson plans for review during the previous academic yeer,
half of those responding, as Table 17 shows, reported that this hadnnot
happened at all. Morevthan one-fourth reported that this had happened
between 2-5 times, and fifteen percent indicated that, according to their
recollections, it had occurred only once.

According to‘;eacher recolleétions, the vicéhpfincipal at Brown
is not a frequent observer of the classroom. Almost two-thirds of the
teachers responding indicated that the vice-principal had not observed
their classes at all during the previous yéar. (See Table 18.) These
data, along with those for the principal,>suggest that there must be
many teachers at Brown who last yeér were not. observed by any
édministrator;

The teachers at Brown seem to have mixed perceptions about the

present state of their school's instructional leadership. MNote in

ERIC
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Table 15

Teacher Perception of Principal Lightfoot's
Hall Monitoring

Number of Times Daily

Principal Monitors Pupil Number
Hall, Cafeteria Behavior Responding Percentage
4 or more 6 11.8
2 or 3 | 15 29.4
1 10 19.6
, 0o ' 5 9.8
Uncertain 15 ' 29.4
Total 51

99
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Table 16

Number of Times Principal Lightfoot
Observed Classroom Last Year

Number of Times

‘Teacher Reports Being Number
Observed Last Year Responding Percentage
More‘thén 3 9 19.6
2 11 23.9
1 11 23.9
0 15 32.6
Togal 46

60



Table 17

Number of Times Principal Lightfoot

Requested Lesson Plans Last Year
@

Number of Times

Lesson Plans Number _
Requested Last Year Respgnding Percentage

10 or more 1 2
-6 -9 2 4
2 ~5 _ 13 28
1 7 15
None i - 23 50

Total ' ' 46

61
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Table 18

Mumber of Times Brown Teachers Report
Vice-Principal Observed Classroom

Number of Times Teachers

Report Being Observed by " Number
Vice~Principal Last Year Responding Percentage
More than 3 3 | 6.5
2 | 4 8.7
1 9 19.6
0 | " 30 65.2
Total - | 46
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Table 19 that approximately 30% reported positive feeliﬁgs (responding
either that they felt the school was making ''real gains' or '"some
progress'), while approximately 437 reported negative feelings ("slipping
a little" or "losing ground"). Perhaps the most important fact to be
noted here is that slightly more than two~fifths of the faculty responding
indicated that they believe their school is “losing ground". -

Most of the teachers at Brown believe that instructional'leadership
is'a low priority for Lightfoot. As Table 20 indicates, ﬁhey perceive
him to be most concerned with district and central office relationéhips;
they believe that the business mapagement of the school is his second-
priority; and instructional leadership is fourth, higher only than
"student relations'.

In sum, then, the teachers' responses to Fhe final survey questions
indicate that in general thef hold this picture of their principal and
school:

Instructional leadership-is a low priority for our principal,

and we feel we are slipping a little or losing ground when it

comes to instructional leadership. He supervises us with

varying degrees of intensity; some of us are not observed

at all and our lesson plans are not checked; a few of us are

~observed frequently and our lesson plans checked often.

Two or three times a day he is in the corridors or cafeteria
checking on pupil behavior. ‘

Ligﬁpfoot and the Students

Lightfoot's relationships with students seem complex and somewhat
ambiguous. On the one handy fhere are many indications that he takes a
special and positive interest in students. As the analysis of "both the

observational data afd his own logs indicate, he spends much of his time

2
i) -
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Table 19
Brown Teachers' Percepﬁions of Present State
of Instructional Leadership !
Teacher Perception Number Percentage
Making real gains 4 8.2
Making some progress 10 _ 20.4
Don't know . 14 28.6
Slipping a little 1 20
Losing ground - ' 20 ////;0.8

Total 49

64



Table 20

Teacher Perceptions of Lightfoot Priorities

Area Mean Rankinga

1. School district relations 2.2
2. Business management 2.8
3. Instructional leadership 3.2
4. School-community relations 3.3
5. Student relations . 3.4
4 = highest priority; 5 = lowest priority

b
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dealing with individual‘students and their problems. He seems to take
a particular interest in spécial education students. While other junior
-3
high principals assign the overseeing of special education to the
vice-principal, Ligﬁtfoot makes it his concern. On one occasion the
researcher. observed him spend at least.an hour, consulting with the
mother, the father, aﬁ&»a\ﬁew pupil peing admitted, taking special pains
to find the best teacher and the best group of classmates for a boy who
needed special .help. On another occasion he spent an hour trying to
locate and retrieve the clothing of a boy who had been ipjured i; gym
class. And five of the seven students interviewed made positive comments
about him: "he's nice', '"he understands my problems”, "he tries to help",
"he seems concerned'.

On the other hand, there are some ind;cations his student relation;
ships are not positive. His interactions with students in the corridors
were almost entirely negative, on those days when he was observed by
the researchers: he admonished, scolded, criticized in tones that often
seemed curt and peremptory. Five of the students interviewed also made
negative comments about him: "he's mean to kid®'"', "he doesn't hear our
side", "he changes the schedule of assemblies and activities without
notifying us', "he doesn't care about our academic success'. in both
his corridor interactions and his classroom stints, he seemed to be

N
talking over their heads, in metaphors they did not understand.

Several of his comments suggest that he may be overly sensitive

to matters of race in his interactions with Black students. Here are

several comments he made to Black studenté that illustrate this

66
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hypersensitivity:

"Get to class, without the shuffling, without the head bobbing."

"Drop that Pearl Bailey attitude."

"Those days of slavery are over."

"Cut out that stroll."

This ambiguity may obviously be an inevitable consequence of his
role. His is a large 3unior high school—;with a current enrollment of
1308 pupils. He sees a small number of the "best'" students-—those earning
honors and getting elécted to office. And he sees a large number of
students who comé to the office to be disciplined. And his corridor
tours inevitably focus his atténtion on those causing’trouble——and actiﬁg
as if tbey are thinking aFout Causing,troﬁble. One of the researchers,
who himself was a high schoél principal, séés him as a man with a basic
liking for stuéents——who has been soured by the day-to-day stresses of
.administering a large'urban juniér:high School,xwhere racialvconflict
seems to be aaconginuing threat. |

In reyiewing“this report, Lightfoot commented, "I'm sorry you See
me as 'soured'. I don't feel that way. I do want kids to shapé up and

I do push children to avoid mannerisms that give off defiance as their

message."

Light foot and Instructional Leadership

One of the central issues of this study, obviously, is that of
instructionai leadership: i; what ways and with whag’approaches does
the principal particularly use toﬁgssist the faculty in achieving its
instructional objectives? While in a sense all of this Stuay is somewhat

concerned with this issue, it might be useful at this juncture to examine

- | 677
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it more sharply from several perspectives.

First of all, how does Lightfoot see his instructional leadership?
These comments from the interviews seem especially apposite:

I'm concerned about myself as leader. I've participated

in several studies of leadership. My work with (a leadership

consult) was very helpful....I was also told that I didn't

delegate enough. People say that when I delegate I hold the

reins too tight. That's not really the case, I don't think....

I'm really committed to participatory leadership, but (the

leadership consultant) says I don't use department heads

enough....When I wanted the teacher corps project, I did an end
~run around them....I'm committed to team decision making....

My scores (on a leadership self-assessment measure) show

that I'm not assertive enough.

In his conversations with the researchers, Lightfoot seemed to be
very articulate about the issues of instructional leadership. He seems
to understand the importance of setting instructional.goals and of
closely monitoring teacher performance. He often used the public address
system to remind the pupils of the importance of academic achievement.
He espouses the importance of supervisibn, even : - . 1 he has difficulty
arranging his schedule so that he can visit classes as often as he
wishes. He clegarly perceives the need to imprcve the curriculum, but he
does not seem to have a clear-cut strategy for achieving that goal.

Some additional insight int~ - - approach ta instructional leadership
can be gained by examining two documents which he prepared. (They are

attached here as Figures 1 and 2, with identifying information removed.)

The otganizational chart and the lixting of duties for the admini-

‘str.a: ive staff both indicate that Lightﬁﬁut-perceives himself as the

instructional leader. Note that he is siirectly and solely respopsible

for these instruction-related responsibilities: curriculum development,

68 |
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reading program, department chairmen, Teacher Corps, and the

Committee for Academic Excellence. He shares ;ESponsibility for

supervision, according to the duty list, with the two vice—principals.
The organization chart, reproduced here as received by the

researchers, suggests perhaps some of the ambiguity Lightfoot feels abopt

the department chairpersons. The chart was received as a mimeo—graphed

document ; but the box "department chairmen" and the words labeling that

box were drawn in ink, indicating that they had been omitted in the

original reproduction. OCne other anomaly is apparent here. The chart

has lines drawn in ink from the boxes representing the two vice—principals,
! .

suggesting that the vice-principals are responsible for working with the

chairpersons; but the principal lists "department chairmen" in his list

of responsibilities-—and they are not listed in either of the

vice-principal's list of duties. (Lightfoot later noted that the chart

does not reflect ambiguity--just careless éditing; the 1982-83 chart, he

notes, lists department chairpersons under each vice-principal.)

His statement of goals for 1981-82, reproduced as Figure 2, empha-
sizes three goals: the improvement of staff and sthent attendance;
raising achievement levels; and school image. How will these goals be'
achieved? The goal of improved attendance will be achieved through ’
administrative monitoring of teacher’attendance, and teacher monitoring
of pupil attendance, with a student council comﬁittee assisting with
thé latter. The improvement of achievement will come about through;these
methods: directrinstruction; the use of mastery learning by those trained

in it; and the "honing" of curriculum units in special areas--by teachers
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Figure 1
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JUNIOR HIGH SCHOOL
GOALS FOR 1981-1982
1. IMPROVEMENT OF STUDENT AND STAFF ATTENDANCE

The most effective learning takes place when there is an inter—
action between teacher and learner. The direct link between teacher
and pupil bears directly on the quality of student- achievement. Meth-
ods must be sought to encourage staff and student attendance to forge -
these links. : - h

The administration will monitor both the attendance and the timely
arrival of staff.

Teachers should make every effort to call parents (where possible),
send out postcards, and refer chronic latecomers to the counselors
and the disciplinarian. Charts that track daily attendance could be
posted in the homeroom and made a project for the students to design,
track and compute. Student ‘Council will be encouraged to form an
attendance committee to monitor student attendance and to devise ways
to improve it.

2. RAISING ACHIEVEMENT LEVELS

Dr. Marcase states in the Introduction to the Blueprint for Aca-
demic Achievement

"We must accelerate the rate of achievement of our
students and we must intensify our instructional
efforts to achieve that goal . . . We must continue
to press forward for the greatest achievement gains
possible for the students in our care."

The Blueprint goes on to list certain basic tenets.

1. - Most students are capable of learning the knowledge
and skills necessary for significant achievement
growth. Teacher expecting is a self-fulfilling
prophecy. :

2. Positive, high expectations of central office staff,
district superintendents, principals and teachers,
as well.as those of parents and students, are
fundamental to the process of eliminating low
achievement.

3. School District personnel must define those learn-
ings which students should achieve and enable most
to learn them. -

4. Direct, uninterrupted instructional time is a pre-
requisite for achievement.

5+  Low achievement stems from a variety of complex
factors and these factors must be researched. .
Simplistic answers and solutions merely avoid the’
problem.

{.’
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6. The responsibility for raising achievement level
must be assumed by all parties.

Direct instruction must take place. This means actively explain-
ing, clarifying, demonstrating, and involving the students in all
aspects of the learning process. Classrooms should be organized to
take care of management responsibilities as quickly.and efficiently
as possible. : : .

Those staff members who have been trained in Mastery Llearning will
be expected to be teaching in a mastery mode. Preliminary research
points to the validity of this method.

In a similar fashion, teachers involved in previous staff devel-
opmentsfsuch as Teacher Corps, Pre-parenthood education, Nutrition,
and the’-like, should continue to refine their units to hone them to
replicable form. ‘

Enthusiasm is still another factor related to positive achievement.
The Greek derivation suggests ''possessed; by a God". Stimulating,
animated, energetic are appropriate adjectives. Gestures, eye-—contact,
t and varied voice modulations convey the feeling the teacher possesses*
for his subject. '

3. SCHOOL IMAGE

Each of us must work to improve the image of our school. Comments
that are damaging, even in jest, should not be made to outsiders.
They have a way of boomeranging. We will attempt to get as many posi-
tive stories out to the papers as possible. .

~ Qur biggest challenge is to get the parents of our students invol-
ved. . The Home and School Association cannot remain dormant. All of
us must work to encourage participation and reach out positively to
our community. Volunteers will be sought to help in reading, math,
and the I.M.C. Recent press articles indicate the depth of the prob-
lems we face. We must join together to change the minds of a public
that seems disenchanted with public education and its practitioners.
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who have been involved in the related pfojects. School image will be
improved by positive stories to the press, by the revitali;ation of the
Home and School Association, by the use of volunteers.

An analysis of his appraach to instructional leadership suggests
that there have been some important changes. With the three projects
he himself identified as being the most significant, he seems to have
played an active role in initiating the project, But then played a less
active role invimplementation and evaluation of the project. His
attention now seems to have shifted to wotking with individual pupils and
supervising closely a small numbér of less competent teachers.

The teachers seem to have perceived those‘changes.' The teachers who
were interviewed praised him for the active role he ﬁléyed in mastery
and team learning:; they see him as approachable and open to inﬂovation
and change. On the other hand the teachers in?erviewedvcriticized him
for not:superviSing closely enough, fqr not communicating enough, for
not analyzing innovations sufficiently before impleméhtigg them, and
for not following thréugh. Another useful sou;ce of information about
teacher perceptions is the answers to the final question on the teacher
survey instrumenti ''What additidpal comments can you make that will
further describe how iqstructional leadership tasks are performed in your
school?" Eleven of the teachers f;oﬁ Brown chose to respond to this
open—ended question. Table 21 summar;zed the general nature of their
responses. (The total number of comments is larger than the number

responding, since some made more than one comment.) Observe that all the

comments are negative ones, even though the form of the question did not

~
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Table 21

Teacher Comments Concerning Instructional Leadership
at Brown Junior High School

Number
Comment Category Making Comment

1. Principal does not provide leadership 3

in pupil discipline.
2. There is too much latitude given to

tcachers, .~ 2
3. Chairpersons are not effective. . 2
4. TIneffective teachers are not supervised

closely enough. 1
5. Instructional leadership is subject to

change, depending upon pressure from .

district or central office. y 1
6. School administrative does not have

clear objectives. 1
7. There is no curriculum leadership. 1
8. Leadership in general is poor. !
9. The principal is biased. - 1

n = 11 responding to item
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predispose respondents to take a negative position. Observe also that
most of the comments suggest that the principal does not play a role in

instructional leadership that is sufficiently active, according to the

3
o

perceﬁf is of those who responded. .-
This general perception reported by the eleven respondents is

supported by the results to the item on the questionnaire asking about

the principal's priorities. As Table 20 indicates, the teachers at
?rown for the most part believe that instructional leadership for their
principal has a low Sriogity——fourth out of five possiblé prioritie;
suggested. | .

To summarize, we might make these tentative generalizations about
¢}
Lightfoot and his role as an instructional leader:

1. He perceives himself as the instructional leader of the school
and has organized the administrative staff so that he has
chief responsibility for functions relating to instructional
leadership.

2. His typical pattern of innovating is to introduce a new
project, play an active role in its initial stages, and then
"delegate to others the responsibility for carrying through and
evaluating. :

3. He tends not to make systematic use of the department chair-
persons because he gets mixed signals from some of them about
their roles.

4. He is able to set clear instructional goals for the ‘school but
does not present to the faculty a detailed plan for achieving
those goals.

) 5. In the day~to- day carrying out of his administrative responsi-
bilities, he focuses his attention on individual pupils. -
Often to his dissatisfaction, his time in general is not used
to advance the instructional goals he has set.

In reviewing these observations, Lightfoot offered this observation,

which deserves’to be quoted at length:

7\ b. —
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Your obsgervation about my not devoting time to instructional
goals is not exactly precise. After conversations with another
principal who received detailed scores and goals from his
teachers, I had-a conference with central office staff involved
with mastery learning. I found that once again the systeém was
unwittingly designed to by-pass the principal. S8cores and
units were turned into the Affective Education office, but the
principal was not copied. Therefore, I asked the teachers to
invite me in to share .their lessons with me. I am determined
this year that. I will be kept abreast of what is happening.
Similar situations occurred with Teacher Corps projects. All
administrators who were not actively involved as participPants
had to.keep reminding the .directors to keep us informed.

Unless the individual teacher came to us or unless I initiated
the contact, I was often unaware of projects being developed.
Tt was-hardly that I'm inaccessible; as you have noted, I am
always accessible to teachers.

One of the crucial aspects of instructionalleadership, obviously,
is teacher supervision, which in this report is defined as "monitoring
the planning and teaching of ;he instructional staff." How does
Principal Lightfoo; carry out the\supervisor} aspeCts of his role?

The answer is a complex one.

To begin with, supervision scemg to have a high priority in his

theory of leadership. ‘He;conSiders himself an excellent teacher and a
. . / :

perceptive classroom observer. is comments to the researchers suggest

that he is sincerely concerngd about the nced to supervise instruction

4
1\

more closely. On threg-Separate occasions, he announced to the research:
"I planned to do s{me -observing today--but more pressing matters are

~. . : .
interfering.'" On one of those days, he devoted his time instead to
attempting to get a hazardous playground condition corrected. On anothe
occasion he took the time to concentrate on a building mainténance

problem. On the third occasion he decided to watch a local television

show on which several of his students made a brief appearance.
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In reviewing this section of the report, Lightfoot indicated that
he thought his choices in each instance were wise ones. He noted that
building maintenance must have a higher priority than even supervision,

since he is primarily responsible for the health and safety of pupils.

He also feels that he made the right decision in watching the television

show. He pointed out, "The children wére really happy that I had seen
them," He also noted that the activity-was 'directly tiéd to the
instructional program in those .classes and was not a frivolous gesture'’.

Both his own log and the.observations of the researchers indicate
that, although he seems to consider supervision an important function,
he is not able to give it most of his attention. As Table 12 indicates,
about 20%-of his logged events involved teacher supervision, but only
107 of the observed events.ﬁere supervisory in nature.

His checking of teacher lesson plans was similarly marked by this
discrepancy between belief and practice. His comments to the researchers
suggested that he considered the checking of written plans a useful means
of monitoring the planning function. Yet, in the year during which ﬁhié
study was conducted,-lesson plans weré noi requested until March; he took
a vacation, and duriﬁg his absence the vice-principal for the first time
thaﬁ year asked teachers to turn in their lesson plan books. The
vice-principal, in én interview with one of the researchers, seemed to
imply that the checking of the planbooks was his (the vice-principal's)

idea; the principal at a later point commented to the researcher, ""'I have
el i« \ J

asked the vice-principal to take a more active role in supervision; at

my direction he called in lesson plans when I went on my trip.”
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The teachers' responses to the concluding questionnaire items
suggest that he supervises with differential intensity. As Tabl;'l6
indicates, about one-fifth Qf the teachers indicate that they had been
obseryed more than three times during fhe previous academic year; about
one~fourth had Eeen obsérved twice; a similar number, once; and about a
third of the teachers reported that they had not been observed at all
last year by the principal. The same sort of differential treatment is
apparent-jin their;responses to the principal's inspection of their lesson
plans. About one-fourth reported that the principal had checked their
planbooks between 2 and 5 times;-about 15% indicated that such checking
had happened oniy once; and about half said it had not happened at all
the previous yeér. (Sec Table ij.)

In his review of this report, Lightfoot commented, "It is simply
amazing that half the staff did not remember turning in ‘plans 'since at
least one member of the administration has reviewed plans.each year."

Whén he does supervise, what processes and approaches does he use?
Two examples might be useful here, both of which took place on the same
&éy, when one of the researchers was observing.; We quote in each in-
stance from the rescarcher's observational notes:

1. We stop in to visit Title I readiﬁg class. There are thirteen
students present. Most seem inatténtiVe. There is a spelling list on
the board, including the word pliable. The.teacher has written on the
board thirteen questions to be answered: in a bpok report. All the

questions deal with factual recall of book title, author's name,

characters' names, plot events. We stand in the back of the room observi
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The teacher askk‘@he pupils to write their answers to the questions on
the board. "A few make an effort; the rest seem inattentive and unoccupied.
The principal moves around the room, checking on the pupils' work. The
teacher from time to time asks the class a question. Their answers seem
to suggest that they do not understand the book of the terms used to
describe it. She asks them about the meaning of conflict; no one seems
to know the term. She says, '"We'll get to it next week."

From my point of view (the researcher notes) this is a very poor
lesson. Not much léarning is taking place. The students seemed in-
attentive and uninvolved. Most of their time was sﬁent in copying
questions they did not understand. The questions asked. about the work
are the wrong ones to ask; there is no concern -with their personal
response to the work, the meaning they found~in it.

After about ten minutes, the principal indicates that he is ready
to leave. He writes a note to the teacher and drops it on her d;sk‘as
we leave.

Later on, while we are sitting together in his office, he shows me
the report he has written on the class we observed. The evaluation
seems to béqa.balanced one. VHe praises the teacher for settihg objectives
clearly. He commends her for using her voice effectively. He criticizes
her fu deferring the.teaching‘of the concept of conflict and for her

"grammar''--she used 'more deeper', rather than "deeper". He indicates

that there will be no follow-up conference, since the ;gsson was

4
~

satisfactory. The teacher will get a copy of his written evaluation
Nd

report and will be able to discuss it if she wishes.
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(He noted later that a follow-up conference of 'a half~hour duration
was held, and many elements of the iesson and her teaching were discussed.
He commented, "The teachers are always offered the opportunity to
discusslthe lesson. If the lesson is unsatisfactory, a conference is
mandated.")

2. Ve stop in to visit a social studies class. The teacher is
showing a rather dated film about the USSR. As we agfiye the film is
just about concluding. The teacher begins to ask questions about the
film. All the questions deal with the pupils' recollection of factual
material in the film. The pupils seem unresponsive; their answers are
desultory at best--and usually incorrect. After about five minutes of
this question asking, the principal without warning takes over the class.
The teacher stands at the side of the room while Lightfoot moves to the
center. The teacher seems to be seething inside, but says nothing.
Lightfoot tries to teach the students the concept of communism by focusing
on the word itself-—asking about the meaning of the prefix com-—. mihek/
pupils seem confused. Lightfoot has to answer most of his own quegzions.
With some seeming frustration, Lightfoot tries to move the discussion
to areas with which they are familiar; he compares communism with
democracy, and talks about the difference between democrat and republican.
The pupils seem to have only a very vague idea about the meanings of
these words as well. The period ends, and Lightfoot and I leave the

room. Lightfoot comments, "That's an example of a demonstration lesson

that wasn't asked for."



O

ERIC

Aruitoxt provided by Eic:

As we walk through.the corridors, Lightfoot complains about the
teacher we have just observed: he shows too many movies, doesn't explain
enough. Later‘tha£ day, as we sit in his office, Lightfoot shows me
a cop§ of the evaluation report he has completed on this teacher. The
report is rather negative, calling attention to "goo much passive

watching. As I read the report, Lightfoot comments, "Notice how I

tried to build vocabulary by relating the concept to what they knew and
what they had to learn." " He explains that the teacher will get a copy

of his report. He later reported that a de-briefing conference was held.

~

From these two examples, from the other classroom visits in which

the resegrchers particiﬁhted, and from Light foot's comments we can draw
A

-

these generalizations about Lightfoot's approach to supervision:

1. Pre-observation conferences are sometimes held; most obser-
vations are made on an unannounced basis.

2. Teachers are observed with differential intensity. Teachers
who seem to be having problems or who the principal believes
are marginal performers are more frequently observed.

3. Observations-are of a relatively brief duration, lasting
5-15 mirites. '

4. After some observations, there is a follow-up conference.
If the principal believes the instruction observed was mani-
festly unsatisfactory, a conference is mandated, at which
time the teacher may have a union representative participate:
as an advocate. ‘ :

. -~

5. The principal prepares an evaluation report, using a
"no-carbon-required" commercially prepared form; the principal
‘keeps a copy and the teacher gets a copy.

<

6. The evaluation report does not give specific detailed
objective feedback; instead it seems to render general
judgments about such matters as pupil activity, teacher
voice, and teaching technique.
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(Lightfoot later notwd that a revised evaluation form is now being used
in observing iwoding and-mat>cmatics léssons; he believes these new

forms "hone in murs effec’ively' on the structure of lessons.)
<

Lightfoot's Prcohlem-Soi-ing Processes

One of the important aspects of a principal’s leadership style is
the way he or she solves problems and makes decisions. Here, of course,
there is a disare;ancy between the ideal snd the reality. Specialists
in problem-solviny and decisiorn~making usually recommend a process for

golving importipt probl.ms that goes something like this:
1. Classify “he problem according to its importance and
your r. :;onsibility to solve ‘it.

2. Tor impovtant problems for which you have a decision=making
rr spousibility, gather as much information as you can about
the background and nature of the problem. '

3. Define the problem as clearly as you can, being sure to
get input frou those affected.

4, Develop a rahge of alternative solutions, getting input.
from knowledgeable people and using creative problem-solving
proc.sses-again being sure to involve those who are
affected and care about the problem.

5. Examine the possible consequences of the proposed
solutrion, getting input from subordipates who will be

responsible for implementing solutionsy,

6. Choose a solution, develop an implementation plan and an
evaluation strategy.

7.'.Implement and evaluate the solution.

(See, for example, Smith, Mazzarella, and Piele, 1981.)

Theé research on the way principals actually solve problems and make
decisions suggests that they almost never use such a rational and

systematic approach. Studies by such researchers as Peterson (1978),

82.
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Sproull (1977), and Martin (1980) suggest that the typical principal
makes a multitude of minor decisions, usually without much rational
analysis, and rarely does any systemqtic problem solving.

It might therefore be useful to examine more closely this particular
aspect of Principal Lightfoot's leadership style. How does he make
decisions and solve problems?

Let's first listen to his own words relative to this question:

['m committed to team decision-making....I try to be

flexible in my decision-making style. When I need to

make quick decisions, I can make them. When T need to

be more reflective, then I can. When I have to make

a decision, I }ook at the options, and then make a decision.

How do others see Lightfoot's nroblem solving processes? The twc
vice-principals who weré interviewed both agreed that Lightfoot was
open and receptive to new ideas; that hg welcomed their input abuut
problems. DBoth also acknowiedged, however, that at times they felt they
had not been consult-:d §ufficiently when a major solution had been
developed. The teachers who were interviewed were generglly critical of
Lightfoot's problem~solving processes. As can be seen in Table 13 they
criticized him for the following aspects: has wrong priorities, does not
clarify objectives, gets poor input, adopts innovations witﬁout analysis,
and does not follow through. Tt should be noted here, gf coufse, that
there were only eight teachers interviewed, and there is no way of knowing
whether their views are representative of general faculty perceptions.

In review of :is report, Lightfoot took strong exception to the

criticism that innovations are adopted without analysis: "No innovation

is adopted without careful consideration of what is involved and without
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research available. 1 have no idea as to the reference points for

these comments.'

1

g

Wwhat do the observational data suggest about his problem—-solving

processes and decision-making approaches? A review of all the observa-

tional data suggests a pattern of this sort:

1.

2]

Most of the decisions involve actions taken concerning
an individual teacher or student.

Most of the decisions involve what the researchers
judge to be relatively minor issues; major decisions
that have a wide impact -on school program are not much
in evidence.

In most of the decisions that Lightfoot makes, he feels
governed by broad district policies, guidelines, and
contracts, but exercises some discretion in administering
those directives.

He tends to get input from a small number of colleagues:
the senior vice-principal, the reading department chair-
person, the social studies chairperson seem especially
influential.

On a typical day he makes about 10-15 conscious decisions.

For the most part he makes those decisions quickly, within
a minute or two of being presented with the options.

Let's examine some of the more observational data more closely in

order to particularize those generalizations. Yirst, consider the range

and type of decisions he made on what scems to have been a typical day--—

April 19, 1982: (“Decision" in this sense is taken to mean ''a conscious

SN .
of an action to be.taken, when more than one option presents

A

itself.

)

L.

ll)

Assigns teachers to cover particular classes ‘for absentees.

Reinstates a student who had been suspended.

3. Classifics a teacher absence, following district guidelines.
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4, Classifies a student absence as truancy.

Tries to secure additional help for a stuldent experiencing
problems.

(st
.

6. Permits student to leave early.

7. After consultation with vice-principal, agrees to have a
student arrested, if it is determined that student was
guilty of damaging the school organ.

8. Sends encyclopedia to alternative school.

¢, Covers a class for an absent teacher.

10. Gives a student tokens.

11. Tells a group of students that they should bring parents
in to school if they are unhappy with a particular teacher.

Durin: the thirty-two days during which he was either observed
directly eor he kept his own log of activities, he was involved in
twenty~two r2etings. (See Table 21a.) ('"Meeting" is used here to mean
any scheduled discussion involving the principg;\and three or more
incividuals.) Almost half of those meetings invélved special education
concerns; Lightfoot at one point commented that special educatiop occupied
"40% of (his) initiating the meeting or detewmining the agenda--the .two
home—and—sghool meetings, the meeting with the organizing committee,
and the staff development meeting.

" And the processes he used in solving a problem of report card
distribution seems to shed some light on his approach. One of the
recurring concerns for junior high principals/}ACurban schools is how
to get pupil report cards to parenés in a constructive fashion. Before

the first report cards were to be distributed during 1981-82 school

vear, Lightfoot ccensidered the options he had for getting the report
89
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Table 2la

Analysis of Meetings Attended by_LiEhtfoot

Nature of Meeting

Number

Focus and Concern of Meeting

special education
i
/

\

Lrecutive academy

District

Building represcuntatives

Hore~school osociation

“rganizing committee

Philadelphia Association
of School Administrators

Teacher-initiated

Staf!{ development

Total

o

Developing a program and a
schedule for special education
student or determining a
schedule for a special educa-

.tion teacher.

Attending training sessions
for school principals.

Meeting with district super-
intendent and other principals
in that district to discuss
policies and problems.

Mecting with teachers' union
representatives to hear their
concerns and deal with them.

Meeting with home and school
officers tg discuss parent
participatia&.

.
Mceting with tewcher committee
to discuss school schedule.

Meeting with other junior high
principals to discuss .ommun

Lo necerns.

Meeting with threce teachers

~who are having problems with

students=-~to air problem and
determine how to deal with
students.

Developing an inservice
program for reading teachers.

i
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cards to pafcnts. lle had heard about a neérBy junior high school which
had had some success:with meeti&gs during the school day. The idea seemed
attractive to him. He broached the idea to his senior vice-principal.
The vice=-principal articulated several objections during a very brief
interchange lasting perhaps five minutes. Lightfoot dropped the idea
and continued to use the system of evening meetings which they had been
using.

In retrospect, the problem seems to have been an important one,
since it directly impacts on all studenés, parents, and teachers. £

conventional wisdom about administrative problem solving would have

probably recommended hc'ding 2 ‘neting in which parent and teacher
representatives would huave _zc.~ined the uptions available, assessed the
present system, and ‘v .oped 3 Tange of alternative solutions. For

his o.a rcasons, Lightfoot chose to get input oﬁiy from his vice-principal--
and to arke the decision affcr only very limited analysis of the data
aud ©ne options.
In reviewing this section of:the report, Light foot commented,
hMy own reasons included a lack of parental involvement at the time.
I also dic discass it after you left wich thg others. .As we looked at
the numbers oi parents coming out during the days I decided to sfick

with our long-standing practice."”

Lightfoot: the Developmental History and the Basic Style

Porhaps ar analysis of the developmental history of Lightfoot's

leadership at Brown would be useful at this juncture. He arrived, at

Brown as principal in 1970, when he was thirty-eight years old. He had
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been a juniur high school teacher and vice~principal in other schools
in Philadelphia and seemed to have gained a reputation at that time as
an "up and coming administratqr”. Tn his second year as principal, he
played an active role in initiating a criterion-referenced feading

instruction and assessment project; according to Lightfoot, the effects

of that first,project are still in evidence--and it seems to be the

f
\

project about which he feels the greatest pride. About two years af ter
that, he again played an active initiatory role, by his own testimony,
in planning and implementing under the aegis of the Teacher Corps an
in\:r—disciplinary curriculum project. The comments mede during the
interviews suggest that he sees that project as only moderately success-
ful: materials were developed but are not widely used in the school.
Then, about twa years’ago, he developed an active interest in mastery
learning, au -pproach which was being strongly advocated by the school
district's Ai:cctive Education office. Again he played an active role
in initiating his school's participation in the project; he visited a

school where it was being implemented, took training in the use of

_mastery !earning, and arrangcc for a group of his teachers to participate.

By his own admission, only ten :eaéhers use mastery learning principles
in their teaching; and, although there are signs and posters around the
school proclaiming the virtues of mastery learning, there is little
cvidence that it has made a ﬁajor impact on the general instruccional
program.

While hié letter to one of the rescarchers speaks of "updat.ing

the curriculum...computer literacy, basic literacy, parenting skills",

the general thrust of his comments in the letter and in the interviews
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speak not of major innovations'but of improviné and refining: ''raising
achievement levels, improving attendance, rengwgd community involvement."
During that twelve-year period when he has been principal of
Browﬁ Junior High School, the Philadelphia School District has undergone
several crises in leadership, fiscal management, labor relations, and
community criticism. Just a few months égo, while this study was
underway, the superintendent of schools announced his early retirement,
succumbing to intense pressure from the mayor and some members of a
sharply divided school board. Every year for the past several years,
at budget-making time the school district's fiscal administrators,
announce deficits of what seem to the public to be overwhelming
proportions, and the term "bankruptcy' is used to describe in literal
térms the fiscal condition of}the school district. During the years that
Lightfoét hn; been principar(’there have been five major teacher strikes,
the most recent one lasting almost three months and leaving in its
wake seriously damagéd t eacher-administrator relationships. The
divisiveness caused by the strikes has been exacerbated by frequent

¢

changes in faculty personnel, so that Tightfoot has faced every year not

[

being sure of the make-up of his staff. Teachers are transferred to

effect racial integration, to even out staff allocations as enrollments
decline, and to appease principals with whom they are having difficulty,
His ¢ career aspirations secem to have changed over these past

twelve years. He first applied for the position of district super-

intendent about six ycars ago. He was one of the finalists but was not

finally selected. He again applied about three years ago and again
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pecame one of five finalists, but once more was not finally chosen. Now,

at age fifty, he scems resigned to the fact that he will not be promoted

" .
Iy

further within the school district. He speaks about two options--of
teaching abroad in a university, at least during a sabbatical year—-and’
of spending the rest of his career as a "middle-level manager' (to use

1.2
s

]

term). The options for- further upward mobility seem sharplv limited.
Secondary principals tend not to Qalue "staff'" positions in the central .
affice, once they have had line responsibilities. With a :cechool distriét
that is becoming increasingly Black and Hispanic in its stﬁdent make~up,
there are very few opportunities for white males to be promoted to senior
high principalships. And the school board recently announced its
decision to eliminate one of the district offices, so the district
superintendency seems even more remote as a possibility. The facts
suggest that L{ghtfoot's assessment that his options are sharply limited
is a very realistic one.

In sqmmary,.it could be said that the forces opérating to move
Lightfoot towards innovation--his own career aspirations, the availability
of external funding, and the general support for inﬁovation operating
within the profession--have all sharply diministied. And at the same
time, the forces operating to restrain him have increased: he no longer
scems to pursue promotion opportunities actively; external funds are
almost non-existent; he does not believe he is getting direction and
Icadership at the central level; and ~lucators in géneral speak in m;re

conservative tones.

9(
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Lightfoot seems often to be "political in his basic orientation to
his career, if we can use that term to mean "an attitude characterized by
the calculated use of rewardlpower to achieve one's ends'. He speaks
candidly about the importance of ethnic considerations.in administrative
promotions. ''A few years ago when one of the district superintendent's
jobs opened up, it was known throughout the city that the appointment

would go to a member of B'nai Brith (a lodge of Jewish educators). So I

v

appl iced--and I became one of the five finalists." Hc explained candidly
to one of the rescarchers how he had "stacked" the criteria for a
departmental appointment so thét a favored candidate could be selected
over one whom Lightfoot did not approve.

His interactions with teachers often seem to have "political' over-
tones. For example, a teacher stopped in to ask for a special favor.
Lightfoot's response was, "For you--OK--just don't tell anyone else."

One illuminating interaction occurred with the reading chairman, a
reading supervisor from the district, and Lightfoot.u The district super-

visor in a discussion of her work in the school for that day indicated

that she was ready to do a demonstration legson, implying that doing so
. 1

-

was some sort of special service. The reading chairman remonsirated
with a smile: '"Don't promise him (l.ightfoot). You don't promise him--
you trade him." Lightfoot -smiled in respouse. (Lightfoot later noted

that he and the reading chairman often banter and that the chairman's
comments in such contexts should not be taken too seriously.) The
comments offered by teachers in the interviews suggest that they perceive

him as "political". Four of the teachers interviewed volunteered that

91
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. P . .1
they believed he "shows favoritism"; two indicated that he '"plays
olitics too much'"; and two criticized him for gossiping téo much.
p : g

(See Table 13.)

4

The Leadership Structure at Brown Junior High School

The formal leadership structurc at the Brown Junior High School is
quite clear and simple: there are one principal, two vice-principals,
and several department chairpersons, one for each instructional depart-
ment. As Figure 1 indicates,vLightfoot has most of those responsibilities
that seem“directly relatéd to curriculum and instruction: supervision,
curriculum development, reading program, special education, committee‘for
academic excellence, and the action program. The other two vice-principals
are expected to assist with supervision, to share the disciplinary
~esponsibilities, and to take care of a variety of managerial concerns.
It might be noted here that the vice-principals are assisted in their
disciplinary responsibilities by four part-time "disciplinarians',
classroom tcachers who b “een reliéved from some teaching responsi-.
bilities in order to hanc .e more routine cases of pupil misbehavior.

In the formal structure, the department chairper,ons at the
junior high school level are pefceived as playing a relatively weak
coordinating and assisting role, unlike their counterparts at the high
school level who are expected to assume more supervisory responsibilities.
The junior high chairperson is expected to order instructional materials,
mzke suggestions about the teaching roster,.indoctrinate substitutes,
aﬁd monitor the curr10uium, Thgtsgécific details of the school's schedule
are determincd by a faculty "roster ccmmitiee'", headed by a ”réster

Ie

sab
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What is the intormal leadership structure like? Here, of course,
the answer is more difficult to determine, especially in a study of
limited duration like the present one. But by ana’yzing all the data
avuiLable,Aif is possible ﬁo make some tentative generalizations about
the informal structure at Brown.

First, of course, the principal does play a key role: Lightfoot is
clearly in charge. And even those teacheys who seem to fault him for
his approach Lori-idurship do not doubt that he is in charge of the
schoul. Second perhaps in importance is the senior vice—prinqipal,
John O'Brien. He was born and raised in this community that Brown
serves, did his student teaching at Brown, and projects in his comments
a genuine warmth for Brown parents‘and their children. He indicates
that he spends most of his time handling discipline--—the more serious
cases that require ndministr?tive action. - The other important part of
his rcspohsibj!ifiﬂs is processing incoming and departing students--a

major job in a svhonl like Brown, where there. seems to be a great deal of

student turnove: . Lhe rest of the time he scems 'to take care of, much of

the routine business that has to be done in every school. He admits that
s -doesn't du much coacher supervision, even though he would like to,

Ent it is cledr cnoel te plays -an important role in the way the school 7
optiales onoa dav-tu-day basis. Lightfoot consults with him about most

Cett e has ovany aceess to Lightfoot's office and time. And he seems

“ . = st of the-students and their families, a knowledge that probably

r

soibes bLiim overy aseinl to Lightfoot and very important in the runiting of

tore nchoot,
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It is difficult to general. : about the role of the other vice-
principal in the informal ieadership structure, since during the limited
time of this study, three different individuals occupied that position.
When the study began, the secondLVice-principai was a young black woman
who impressed the researchers as highly competent and very articulate.
She indicated to the researchers that her responsLleiiies were ''disci-
pline and tokens". The distribution and managen % of tukens for thP
public transportatlon system did seem to occup . of her time (and in
fact seems to be an important part of the li“c .. aost junior high
vice-principals in Phiiadelphia). She left the Broun vice—principalship
in March, accepting a position as a vice-prainc nal at a PHiladelphia |
high school. She was succeg%ed by an actiiig vice-principal whom
Lightfoot appointed until a permanent selection could be made.by the
district's personnel office. The acting vice-principal was the chair-
person of the social studies department. He seemed to be a friend of
Lightfoot's, was often in the office, and often seemed to be a sounding-
board for nghtfoot when he wanred to talk out some problem. The new
vice-principal appointed towards the end of the study came from outside
the building; he had been a' teacher and supervisor in English—as—a—second—
language programs. Of Hispanic origin, he 11d been app01nted according
to Lightfoot, because of the insistence of the community that Hispanics
be represented in the administrative structure. It seemed to the
rcseatchers that the close and long relationship of Lightfoot and O'Brien
meant rhat any outsider coming on~as a vice—prinéipal would ‘have a

difficult time becoming centrally involved in the informal leadership
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structure,

Here again i uouid scem useful to quote verbatim Lightfoot's

reactions to this last observation: '"Your perceptions need sharpening.
perce P

The new vice-pri-+:n»" is very much in the center of the leadership of

the school. 1In fact, ! now worry that O'Brien will feel eclipsed. The
new vice—princin»! nnas heen cuntral to strengthening the discipline

process and works Jd11.uently at it. He also has commented that ﬁe is
amazed that all of these policies were bretty mu%p in place before we
reemphasized them. The cole of the nurse in the special education
assignments is mandated by both policy and law. The médical history

of these children is & critical factor in‘their\deveiopment and therép?f"’

While it has been noted that the department chairpersbn does not have
any formal authorvrity, it is evident that thé mogéfassertive and competent
ones can acquire a preat deal of informal influence. At Brown one of the
chairpersons who s emed to have been most'successful in this regard is the
chairperson of the reading department., Lighgfoot consider; h%m as one
of the instruccional leaders in the school. He often seemed to be in the
outer office, cauncerins with the secretaries and teachers who came by,
taiking with the roster chairman about substitute coverage. And he seemed
to Ee one BFf Liybr‘eot's most ffequent conferees. -

The other puerson wio seems to play a key role in getting things done
at\?rowﬂ is tihe school aurse. Ordinarily, of course, the school nufse is
or the poriphers of decision-making at most schools, but at Brown she seems
ro be much in evidence, is often informally consulted by Lightfoot, ‘and

makes manv dav-ro-day decisions that seem to lie outside her formal scope

¢

.
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of authority. She seefis to be a’close_friend.ofiLightfoot'éz

they

speak warmly of each othér. She seemed to play an ‘active role in th
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> " HN~YER JUNTOR HIGH SCHOOL ’ ,

The Settdng - ' , ‘ o

.

—_—

o~

4 : - .
§ The Hoover Junilr High School is in a sectign of the city that was
’ e 7 )

S

in ;Es earliest days considered almost "suburban', since it lay on the.

< -

- - - , >

pe;imeéer of the vapidly growing city. 1In its prime, in'faét, it was
4 . - . ,

N

' e . i . N t
cpnsidezsd a highly desirable neighborhood fér the upwardly mobile ;

\ ‘ ! 4 .

" working clays families who traditionally in Philadelphia look northwards\

: . A
witen they think of moving from the city. Tt perhdps was one of the last

-

sections of the city to change in its racial composition; until the-late
sixties it was stiqI*considered an-enclave of laqqr—middle—class Jeys .
. B : " : . t «

»

! e
But now it is home for working—cl%ss Black families. While there ,
. v, . > ST

- - '

are small pockets of Hispanies and while the number of Viletnamese ahd P
‘v % ) I ‘ e

'\I - . ,:‘ -

. { : T . . o ) .
Cambodian immigrants increases, it is oVer:Pﬁlnﬁ gly Black-inxits make-up.

There.are the nsial signs of. a neighborhood whic¢h has seen better days: :

EY

some Stores.on.the gain shopping thoroughfare are vacant; streets are more‘f

. 2 ‘) ! . . . .
often than not strewn with trash that was not picked up; and.the ~ &
. P . . -~ - .
P ~ R i B *
. ever-present yyvaifiti covers. the dutsidefwalls of public buildings. But = -
+ . . 7 Lo '

' (W)

to the observer walking or driving thrdugh, it still seems to be a

commynity in which the resggentﬁ.have not given up. ’ﬁgét“ofwthe~houses~_¢~;_
. . B " ’ .7 ’ :
seem cared for. The Black churches in the neighborhood are considered -
e~ ' ’ . T, t .
strong and active. . ' .
.I - M - ) . .
Hoover Junior High School hds changed significaﬂtlyv just a§7its
L4 . / g -
‘ ‘ P o
rommunity has changed. ' Until the early seventies, it was considered one-
0f the "better™ junior. high Schools--a coderword in Philadelphia meaning
: ¢ 3 . . -
) . T

- - - -~

# ;b oo o

™~
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"mainly white. and Jewish™. According to the faculty memBers who taught

in the school at that time, the principai was doing a competent job

4 - , “
quietly managing the school, patiently 1ting until he could retire.
- v e . «,
. Then, 1in ﬂust a few,years' time}*bh;/school changed from almost entirely -

. 4 ' .
o wh1te to predﬁminantly Black and rhe wHite principal seemed unable to,

I

manage the trans1tion. Discipline became worse, teacher morale. sgffered,

-
o

' S
and the confidence of the community in its school rapidly eroded. The

P -- v , S . y
) _. principal decided to.retirg, perhaps at the urging of central administra-,
P . i L bl . ) o : : - ) .
' ‘tors, and in 1976, the present principal, Dr. John Pennypacker,,was
[ I . . & . y . .

o [ . '
‘appointed, and 45 is suggested elsewhere in this report, was JAnstrumental

-~ . - . b} .
. . / R \
in "turning the school ;ardund". | ) o, . v

b Kt . ’ ° ) : .

w » The physical plaut if’ like most cf those built in Pliladelphia in
, . The’ phy . K hose .

the twentiesf;a three-sFo}y hrick structure, with an, imposing maid

entrance: 'the two windingystaircgses that lead from the main doors take

hl

“ " the visitor.to the centrally located marble corridor that linKs thebkain

-

office w1th the second floor cJassrooms. While Hoover suffers: from.the)

- same neglect of all Philadelphla schools; there is clear ev1ddnce that'

- .
e N - \ 4

®

oo some people are working hard at keepingfthe place clean and functioning
. . NN

- Floors seem ‘well swept; ‘every once in" a whiley arstudent is seen pushing

. rd - ’ N
j“4—4~——a~large_broomidoun_theicorridor. Throughout the school there are displays
) {
. ? . . _
¥ of'student’work. Lavatorfes are cleap, and classrooms seem tidier® thans

’

most rdoms in Gtherrcity schools. The entire physical appearance of the

I3 . - -
s

- building seems to suggest to visitors that both students and fdculty care
: , . U ' - " s A :
{ about it as a place. ) v 2 T
Vo . (5 - ) KN )
: i
< . i — . \J
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And Pennypa.::r "’ems to Care\about it most of ai\\ Ae ho walks”

through the corridors, he stoops agaln and again to pick .up pape.. If a
. - . %
I c ,J ” L) . 1[ T

‘student comes unprepared to gym dlass, Pennypacker s response "is,

v h . SNt -
¥ ' .-,

' "Get a broom and-swéepu ! L o, /7,'; " ga‘
\ i ) L. «/

The pupil‘data-fon the nine—fear perioﬁ; 1972—1981, show ‘some k
in%éréstinéktrends. k@irst,'there.hss'been a 2§.3%‘decIinelin_enrollnent.
The proportion of Blgcﬁ'stddents'hqs remained relatively constant,ﬂaround
three—fourths og the’ total While the percentage of "other (whlte .
obylously) pupils. has decllned from 15.4% in 1972~ 73 to 7. 37 dn 1980—81
".the proportlon of Hlspanlc studéﬁts has 1ncieased,\to about the samex

degree.- Perhaps tiye mo&t s1gn1£ro;nt change among the puplls,vhowever, ,
is the percentage of puplls from low—1nco;e famllles [Only sllghtly more;
S -than a third of the_total enrollment in 1973-74, the){ow—zncome grogp .
now constitutes alncdt twolthirds.ht the total. ﬁuring thls same‘perlod”i
. ¢ . .
w@%? the proportjon of low—1ncome students has Just about doubleé ,
aehlevenent sroﬁps have 1mproved Ip 1973 72 -60%" of the Hoover guplls I
N ‘ -

3cored below‘the 16/ile en national norms; by 1980—81, only 34% were B

<

]

2y

/- . . .‘ 3 R "’é ‘ . t - . . y o
4 scoring in tilks boltom group, with'the number scoring in the 16~497%ile
pe ~ - 7 - L 7
L - R = . . <% e . i
range showing a ‘cbncemitant 1ncre§se. . - .
R " ‘ - .

o ) . . . ;t ‘ . . ¢ - : i ' ’
During tIrdt same nine-year period, the most dramatic change in the

o -

faculty involves theiE’level'&f‘e&ﬁerience. In 1972;73, about 16% of°the_\

faenlty had Téss than two years experlence, by 1980—01 ‘the proportion
- ? -~
* had fé&len to' 6. 47 \’There was a simllar decrease in the teacher—pupli\\

«
ratios, which decllned from 1/20 7 1n/l972 .73 to 1/16 7 in_ 1980- 81 The

. - d
. ratio of teachers ‘to stddents.present in 1980-81 was 1/12.6; using the
. . o "

~ A
a

. oo ' - . .Qn - - A
. g : . ' . .
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| Pup11 Data 1972-1981, Hoox;er Jun;or High School:
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; Table 23

. Faculty Data, 1972-198L, Hoorer Jurior Kigh Schoo]
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4
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74,9 attendance percentage ‘as the reducing factor. The racial composition

£ ‘o
of the faculty has sta ed aﬁ/:t ‘the same, approximately twor-thirds, white
TP \

his sutcesq in previous adminiStrative positions: in the system mark him °

1 . .
' I3

as one of the system s acknowledged leaders And he acknowledges his

inéerest in cagger mobility: at th //onclusion of this study, he
* r -

ahnOunced that he ‘had accepted the pr1ncipalsh1p of a large Pbiladelphia
! j

high school. ., ™. ’ L .
Pennypacker 5 office is in a sense his command center His‘desw
x

occupies a central place, turned slightly to face the door leadin%\to the

outer office. His dgsk seems cluttered but he 4s able to make sense out -
. : v . .
- t . -

of theé seeming disorder. Messages b?at must be answefed.are stuck.on;a R
PR 4 ] .

skewer. Important correspondence lids directly in fr0nt of him "Less

e Y . .o,

important_papers are piled on the left and the right. Momentoes of his?

» own career accomplishments hang from the walls: photographs with visiting

i .

dignltaries, letters of congratulatioq, and plaques from organigétions of

which he was an off1cer There is.a large conference table off to the
~ .

right a; one enters-—-but it seems to get little use: the actibn happens
. . - | N >

in front of his desk. ‘He 5its behind the desk, facing two chairs in' -

-

.~

. Al q N
3 which visitors sity NN . .

f : / . 10;:&\

o | / . LRYN . .
and one- third black. (See Tahle Z23.) . y - !
S Y- R _ PR \
Yo ' . 2 .
. The Principal of Hoover:. Dr. John Pengypacker *
3. " . _The center of’ inGerest here again is the principal -.Dr. john ' .
& . .
fFénnypacker. He has been principal at Hoover since 1976, at a fime when -
“ . e v
,;he school seemed to be in aicrisls situation.  The general perception is
- IR S .
v = that he "turned the school aréund"”, and his- s/gcess at Ho ver, as well as,
W, ‘ \ ;p

"y

——

)
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o For, the mos<T part he carefdlly controlslacoess to the of%ice XTo
. . \ ;i“ ‘
:reach him, a Visitor is first _greeted by a secretary And it might be .

4
. . l

»* noted,, the secretaries at Hpover ‘seem friendly and accommpdating to all
B- S a \» 3
' l'visitlors.3 Thewéegretary then chbcks with Pennypacker to determine if he
Vo . ' P
‘wishes. to s€e the‘yisitor,dhho is 5hen,escofted in. The-other door to

a

- A - \
i - - : i - o
3¢ the principal's office leads to the,vicé;princiggls'.offices, and it x\

seems to bge nsed only/by the'vice—ﬁrincipal or a few others who know they.;
. t- . . ‘ 3
/ have the‘prlvllege Pennypacker seems'to have @ade itfclear that His
/

e -
offlce is not a cOrridor or a meetlng plade for chance(encounters

r

How does Principal Pennxpacker see Hinself his school, and h ;

- . . ‘5
caree“ﬁ, The comments he made uJrlng several interviews are “instructive.
\ oy . E] ~ ¢« ¥ 1

t
.

» (The following sgatemenq is-a collage made up of his, c¢mments to three.

v 5 .
researchers aver a per14d of severak weehs, his own words have been k/
v ! “ o~ - ! ' ] ..
used, only sllghtly paerhrased and rearranged ) o J : n o
.
L) L4 - N - ‘ ‘
-0 I guess -in some ways I'm a. conservative. I have a lot of A

t old—fashloned ideas. A lot of what the Moral Majority says I-

e can.agree with., An ekxample is student 1ights We had a real -
battle over the students; bill of rights——I was qpposed to -it,
for the most ‘part. If kids know it all, then-we don't need
schools Kids neéﬁ some guidance I'm also too outspoken,

I ‘guess. I criticize people who- don't do the,job. Doing the
right thing is not in _vogue these days. Péople don t want to I

work., Te chers want _to- leave at‘three o'clocky™ . . .

R -~ ’ A

[ -~

&
When -1 comes to dlfferencés,'I alwais start out with a #
win-win poliky--let's try to compromise:sso we both win: But
{ don t force fie into a win-win solution--because yoc'll lose, .
Yy . v . N

- er declsions when they have to be made. An example d
. T is how "I’ handled this_snack problem We' ve)always pushed the
free' hreakfast program for our kids. And I've always been
concerned dbout cleanﬁlnessﬂgn the school and with pupil

.2

ry

<

-,

discipline. It becamé obviofis that the kids were eating: too
uch gunk food--~weren't get ng breakfast and were making a

/mess in tfe schéol. I thought it over a long time. So I
decided to 1nst1tute this new pollcy——klds could not, bring

- \ '-7x - ‘ 10 ? .. Sy

-
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candy’or junk food 1nto'school. I -told. the kids® about it
before Christmas at one,9£ out special programs.,'I’gaVe them-
some advaride notice, to let the idea .sink im.. 4 4jd not o
consukt theé faculty--but-I did’ ianrm “thé building rep. " And _.
now I enforce the policy myself. ' T stand’at?ﬁhe‘school door ’
, \/in the morning anﬁ confiscate all the Junk foodn They. can,

w0 come and get, 1t from me after school iﬁ{they still want. dit.

I used the same strategy "with the "no coats-ig—t he—classroom* %
policy". I thought of _the 1dea ag a way of helping us. spot.

intruders., It also made the kidsllook bettgr. The faculty..
approved of the idea, - When the no—coats policy was aﬁnounced

I went around to every classroom taking coats awayu They can®

get them“f?om the discipline room agter _school. I still do. v -
\ff\ that every time I see “students wear ng Coats in the classroom.

- .
.
- -~

. But I gan deleg:/e authority. ‘My security man has his own
. office and is own ptlone. The disciplinarian can suspend. without
checking with me. I spenta gréat deal of time working with the
- disciplinarians so they can handle the problems: Now I spend
" only about lO/ of my time On'dlscipline.'

-~

) ’ '
I have some clear-cut ideas on curriculum leadershlp If

? think .we need a mandated curriculum, Al]ll stlidénts should get ’
the same basic program. When I started teaching, there was
¢ more structure. .Teachers knew what they were expected to

teach. " Now they have too much choice. . The curriculum oftige
~should make ifs™ mandates clearer, should work more with the
pr1nc1pals.' hey publish curriculum gu1des——but I have to .
buy them out . of my instructional budget. That's really

ridiculous. . : .
. L 1 use a'supportive type of supervision. I follow Cogan's
model. The VP is the instructional supérvisor. She does 807%
{ of the observatlons. If. I'm called in to observe, it usually

: is to dd a rating for a teacher who 1s hav1ng problems. s do a
You have to have a colleglal) lationship with teachers. And if
\ you're going to improve instruction, you have to have a plan.
Too many principals are just concerned with weeding out the
- 1ncompetents. . i <
. .
E\ » I 'think our mastery learning project is 3 good example
+0f how we get things done around here. I learmed about it
fro?[the Affective 'Ed office. I asked-bne of their staff to
conduct a workshop for our staff; their director insisted that
_administrators partlcipate with teachers. I then asked the: :
department heads to get involved, then the teachers. -About 10%
of the faculty really’ use it; 20% are.excellent” teachers who
don't need. to use it. Fifty percent.are general competent , and
20% are marginal. If T met re51stance with mastery learning or

v (
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any idea, I uould jusg, keep pushing quietly -1 would do a ; ) -

lot of coaxing One, teacher said gbout me,‘”He would just:
‘beat us down." N .. '
‘I think we have an activity-oriented schools’ I believe .

+it's important to schedule majexr.activitiag that the kids can

. look forward to. I plan one.big event forweach: grade: 7th
grade has the olympics, 8th grade has career_day, and 9th
grade has "Hoover on-Review'!. Both students and teachers
need something to look forward to; both the ant101pation and .
the closure are 1mportant . i . o —

3 » , .

It's 1mportant to tleat kids wicth respect. - If you show

. them respect, they' ll respect you. I learned tbat on the.
streets. I call t M'sir", "dear", "honey', if Ldon't .. TS
know their .names. "I also listen tag what “the qther kids call
them-~then 1 can use their names when I need to. ¥ids need

~discipline. And -you need signms and symbols ~to show that you
care -about discipline. Our marble hall-that is ‘clpsed to
student traffic is qne such sign. I don't make rules we can't
enforce. ~We try.to enforce the rules we can--and don't worry' &
about the rest. The dlscipline policy is also, crutch for

- the faculty; now they can, "Dr. Pennypacker. wants you to do
this". I gét in early, usually about 8, and then begln A
motning rounds about 8:40. T cHeck ‘things out_in the \
morning--see what's. going on. ~ " The way you begin the day is -
the way you end it. . . ) ' .

3

» ° 1

We have a good school here-~but we do have some’

problems . I worry about the drugs in the neighborhood. I &
want to raise our scores even more. And faculty instability
is a real problem. Every year since 1978 half the staff have 4

gotten layoff notices. . The strike caused us some real problems

They were.the worst two monthsg I've ever had. Four women .
~~teachers-decided-to- cross—the-plckqt«lines,~the~other~teachets‘*““”“f

harassed them. I was walking a tight-rope. I had to put on

combat boots. ‘ . T

If you're Black in America, you're ‘o;ln If business

goes on as usual, youw're not part of the b siness. If I had ¢

<« three Black admlnlstrators, 1'd .be in trouble--but if there
were three white administrators here, ‘there'd be complaints.
We organizaed the Educators Roundtable {«a organization of .
Black administrators) out of self-defense. Under Shedd s )
administration, there had just been tokenism, when.it ‘came to.
promoting Blacks. These ethnic educatdonal groups are a good .
thing. They ensure that there is am equal distribution of

- jobs. They don't push unquallfled pgople °

-

rq.

\
\
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I'm 46 years old now. I've been teaching for 23 years.
T wantegd to be a lawyer when I was young. My family '
pressured me into teaching. My father died when I was still
- in college, so I knew law school was out of the question.
As soon as I~began teaching, I knew I had a way with kids.
~ The principal at that school where I started had a big
. influence on ‘me. He had a marble ,hall that really puts mine
P to shame. I've also been a "counselor--and part of my success
asian adminlstrator is that I counsel people, I don't try™to %,
.boss them. /

1'd 1ike to be a superlnte—ient of schools, but if I end
my career at Hoover, that's OK too. T run the ship here. The
money is pretty good, and there s not that much difference

, between our salaries and those downtown. I think I have more

- influence here. I've seenxguys .go downtown, get ‘a small office,

. and be forgotten. . Here as the” pr1ncipa1 I pletty much can

.come and go.as I want to. I would like a high school principal—
sh1p We don't have a flagship school here in Philadelphia,:
.and I'd 1ike to be principal of-one. The principal is like the
captain on a battlefleld He's visible. Prinhcipals have to -
learn how to manage- the contract; the contract can be worked °
w1th

The average age of Phlladelphla junior high principals
is 45. We're all locked in. There is no upward mobility.
There is some movement at the vice-principal level. I tell
teachers who want to be administrators that the school get
involved in projects in their own building—--get things done,

use your skills. —
d . . . a , (./‘.y) hd

"/
. ,

Principal Pennypacker's Interactions: the Observational Data

Again, in analyzing the observational data for'Principal ?ennypacker,
the Tbehaviorallevent"ﬂwas used as the b&sic unit: a ;cunded interaction
betweeh the:principal and ;ome other individual in which the'focus and
the location‘remain the same. As before, three aspects of the behavioral
event were analyzed: . the location, where the event took place; the focus,
the type of concern or prqblem dealt with; and the other person involved®

r :

in the interaction. . \
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As Table 23a indicates most of Pehnygacker's events took place in

his offlce, almosL hélf of the total *But the corridor was also a place
X A ‘

of agzlon for Pennypacker* about,one—fifth.of his behavioral events

[

“took place there About 15% of - the even&s observed took place in the

classroom. Thus like most principals, Pennypacker s action are centered -

in his office--but. the school corridor is also for him a kind of second //
office, where students are &isciplined and encouraged, where teachers are
eonfefred with Briefly, and where some minor decisions are made.

P }ii’aiscipliee and pupil attendance were‘ﬁhe focus of most of

s . : v
hié'behgyi%ral eyenté; almost half were concerned with this category.

(éeef?able 24.) But teacher supervisi?n was “also important -in a relative

sense, ranking "second to pupil discipline and attendance. The importanee~
- of the'pupile as a focus o?iP33Pypacker's interactions can be seéeen by

éumming thepercentages represented by these separate pupil catego;ies:

pupil discipline'and attendance, individual pupil concerns, and pupil
. } .

activity program and assemblies: those pupil-centered events accounted

for almost two—thirds of this principal's total. The curriculum did not

s

seem to occupy an important place in his actions: only one behavioral
event in any way seemed directly related to the content of courses or

the program of studies. .- .

-

£

" There are perﬂgbs som7/surptising findings in the analysis of whom

N
Pennypacker was involved with in the events observed, as Table 25 indi-

" cates. Puplls constltuted the largest group, sllghtly more than one-third
1
of the total. Teachers were second most frequent; slightly more than

one~fourth qf @}é,interactions were with teachers. The vice-principal

B

-
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. . . Table 23a’ '
. . . - ,
Location of Behavioral Events for
Principal Pennypacker

‘ Percentage
. Location f§umber 'of-Toﬁfl
;,/f) Principal's office © 70 470
Corridor | * ] 29 19.5
Classroom { . 22 ,. 14,8
Outer office . 3 _ o, 2.0~
Other* . 25 16;8

Total 149

*Qther number of locations: 1ibrary,‘11; assistant
principal, 4; out of building, 4; discipline room; 3;
cafeteria, 3. .
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\ , ! S Table 24 _ i < o
. . <
.// o .. L ‘ . .
. Fe o Focus of Behavioral Intéractions, = ’ ’
P - " ¢Principal Pennypacker . ~
’ N ' \
; y - ; —
:‘\J/ . = - L : Percentagé
N : Focus ’ Number . of Total
I - * -
p E ‘ ‘ 4 e
‘Pupil disg¢ipline, pupil attendance 66 © T 44.3
_ Teather supervision ) i . o025 16.8
Individual pupil concé}ns (testing, -+ ’ . L -
academic progress, schedule, etc.) - 16 10.7
. ” . \
Teacher rbsﬁer, substitute cove}age - 11 7.4°
RN ‘ ) - T .
: \ o ™~
Pupil activity program, assemblies - 10 6.7 i
Budgegd'plént, equipment ] '\\ m 10. - 6.7 -
: . . / \ . . ' 1
Non-instructional personnel : Z 4.7
- v
Parent, community relations 3 . 2.0
Curriculum .ﬁ L 1 0.7
’ . - ¢
Special education _ 0 0.0"
o .
" , s . .
.~ Total | y /// ¥ < 149 ,
\
, \ . /
, -‘ ) N
v -C" i J * .' -
{
. 4 ¥ . ~
A ‘\1
! ) .
AN ‘/ >
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| | Table 25 IR
Person Involved in Behavioral Events, . /T/
Principal Pennypacker = S .
- * b : . i N . e
pa
. ' N ' Percentage
- ' : Person g Number of Total
" Pupil * . 52 - 34.9
Teacher - . ' ' 42 28.2
5 .
Parent S . 23 A 15.7%
ﬁ'Secgetary . ’ . 13 ' . 8.7
Viée-ppinciyal : ' 12 8.1
. Non—instruétionalﬂperéqnnel . : S
(other than secretary) . . 5. - ‘3.3
Nurse or counselor - .ot 1 - 0.7
Department/chairperson ; ' 1- 0.7
Speciai education supervisor 0 0.0
Total” . - " 149
"\
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and “Tepartment chairpersons.were much less important than might have been._ |

- expeéfed: less than 10% of the,inter?ctions'were with this assistant

‘

“ : : ‘

administrator, and ‘'only one event ohserved-involved a- department

' . ' i . .
chairperson. < . : W i

- v

In gkneral, then, the observational datta when analyzed according to
. . ¢ '
location, focus, .and person involved, suggest this picture of Principal

- . . f

Pennypacker'

.

& .

N He is in his office most” of the time but is frequently 1ﬁ\the
corridor or the classroom, conierrino with teachers on pupils
about matters concerning individual pupils. !

’ " T A
-~

-

3

ﬂ Prlnc_pal Pennypacker As the'Teadhers See Him : . gg'

\ .
\\\,, The- téa\her interviews suggest quite cleaﬁly that the teachers in
I '

general have p051t1ve attitudes’ about Pennypacker Of the sixteen )~

teachers interv1ewed, two were very p051t1ve in their commients, and eleven

were positive. Two manifested mixed feellngs, and only onefvas generally
b -

negative. Most of the p051t1ve comments dealt with what we have .

(4%

categorizéﬂ/;s ”Ieadérship style", those eatures,that ident1fy with the
/) ways he helps the Faculty aCCOmplish school goals. Observe the_large

number of comments that deal with his sense of commltment, his concern,
» and his working hard. Als%:fiye cgmments noted his évailability and
' - . ) . . . \\ '
. visibility. These comments in" general suggest that teachers perceive
P ‘ & .
him as a hard—wgrking and committed leader, who playsQa very'active role
in impacting upon the school., The,Positive comments are summarized in

.

Table 26. ° . | e
There were also many positive comments that had ‘to do\with his
ttlation hips w1th teachers. He is generaily perceived by those

O

ERIC

Aruitoxt provided by Eic:
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interviewed as one'who motivates teachers, supports them in their efforts,
- ‘ ) b . .

sets high standards.ﬁor them, and is friendly and respectful. Eleven o~

) ! - ' L
commean made favorable reference to his student relationships, with most

»~ of them dealing with—the way in which he improved student discipline
Using the categories previously established ‘we can also note that only

a few, relat1vely speaking, dealt with his supervisory behaviors -and his
- »
: s 3 L Y
problem solv1ng processes.
! N N

There' were appreciably fewer comments that were negative, as .

o . \, Y

‘Table 27 suggests Most of thg negat1ve comment s that were made dealt

R

agaln with the broad category of "leadership style “Two éomments

‘

1nd1cated that the teachers interviewed perceived him'as- manipulative, _
Y - o ~

~ B

two saw uhim as overly ambitlous. While there were five negative

-~

comments dealing with his teacher relationships, there is no pattern

- ) » g
discernible in.the comments, suggesting\perhap;that they represent
. ey ey ’ . N ’
, ~.. T . .
- particular teacher concerns rather than more general perceptions.

e

, i .
In sum, then we can say tq?t the sixteen tejghers interviewed were
in general raéher pos1t1ve when they spoke about éheir pr1ncipal ‘Tﬁey
¢
were most approving of his leadership style, perce1v1ng him‘ﬁ% a

hard—work}ng committed leader who made a direct impact. on the'school by

i ] \ : . _
being avallable, visible; and abtion—oriented. He isjseen as- a principal
.who knows how to motivate teacheis and 1s supportive of them. The®

1 negative comments, appf'ciablj feyer 1n-number, ind1cated that a few :

teachers see h1m as man1pulative and overly ambitious.

The teachers who were interviewed seemed jfless enthusiastic in thelr
N Kl N

.

comments about the school in general. Eleven|teachers of the sixteen '

. ~
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: ‘ © , ‘Table 26 . oo ;

!/
7 ““‘ \ Numbér of Positive Comments about \ -
Prlncxpal Pennypackgr in Teacher Interv1ews "
TN '
Y AR n
2 . P051t1ve Comments .. - - < ™ Number of Comments

TEACHER RELATIONSHIPS

!

Motlvates teachérs effectively ' 5
Supports teachers 4
Sets high standards for “teachers . 2
Is friendly with teachers > - . 2
Selects personnel well - LR 1
Encourages cooperation - 1
: 1

Respects teachers

SUPERVISORY BEHAVIORS -

Checks on teachers “ D l‘2<
* Requires lesson plars ) 2 {
Makes good teacher evaluations ’

N

LEADERSHIP STYLE

I5 committed and concerned

Works hard RN : ”
Is available ’
Is visible

Is goal oriented
Turned things around
Is an efifective.leader

Is fair A
Improved achlevement
Prov1ded»structure'

Is community oriented
Is/trust—worthy'

" Is concerned with parents
Listens well

Delegates authority well

‘Is dynamlc

HFRPRPRRRRRRHRRFRDNDWSG

7

4

L

PROBLEM SOLVING PROCESSES

Is open to Suggestlons - 2 s
Brings out new ideas ‘ : \ 2
Initiates new projects

- ) ' . /

STUDENT RELATIONSHIPS o /

Improved student discipline 5
. Provides good role,model for students 2
Offers a studént-céntered activity program 2
Is well likeéd and respected by students 2

. 115
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) . ) Table 27 . . I
¥ - Number ofi Negative Comments about ‘ .
PrlncipalfPennypacker in Teacher Interviews {
¢ . 5
o4 e .
Negative Comments ~ - Number of..Lomments
- kl bl‘ . - -
- e

+  TEACHER RELATIONSHIPS ~ . -

)
»
~a

Too easy on teachers

Does not praise teachers.enough

Alienated teachers during strike é\J .

Can't toletrate criticism from teachers ’
=~  .poesn't tonsult teachers enough

YJ“-?VJ- ?

o il

SUPERVISORY" BEHAVIORS
'
Makes poor comments’ on lesson plans ) 1

“LEADERSHIP- STYBE (,» : \\ L,
. . A S

Is manipulative
Is too ambitious ' .
~ Plays favorites

Is copsistent

Av01dg\the tough issues

Is not ayallable e

Does not.check enough on building

Is ot supportlve I \

NS
Lo

NN SN

~ PROBLEM SOLVING PROCESSES .

M

Is not always responsive to ideas;y 1

STUDENT REL ATIONSHIPS

Rewards bad behavior “ ‘ : ' . 1"
Permits students to 101ter in halls‘" 1

o

[
5 ’
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intervieded ﬁéde;specific reference to their feelingd about the school.,

’ ’

i . Six,of them were generally positive, two could be charapterized as mixed

and three were'generally negative. They were, however, much more. positive

in their comments about, their faculty colleagues.. Of the‘t‘ lve whO’made
: _ . : o i

explicit reference to tﬁeir.colleagues, ei%ht were generally positive and

7/ . . .
*  only four expressed mixed feelings. Faeulty nfembers.were praised for
r . : . : . . v ’ .
“being hard-working, dedicated, and cocperative. Most of the negative

. comments about other faculty members weregexpressions that indicated

-

“%he respondenzs wanted even more _cooperation ard sharing. o ¢
. J!‘D
. o

Other 1mportant 1ssues were dealt with in the teacher interviews.

-

«Several of the teathers comménted about the school's useeof mastery

.

*

learning strategies. Four seemed positive about mastery learning; ope
> -

. L .
.EXpdessed.mixed feelings; two were nethive, and two seemed vague about
. . ~ ,

¢ .y
(Y . .

the' concept. .The interest of the school in being an "ecademics plus"

center received more mixed reactions. Two of the. teachers were sharply
" (ﬁ — £

critical, commentlng that they saw the school's identification as a

center of thi# sort as a "joke". Two were vague about the concept. The
_ ‘ ,

1
teacher interviews, then, might be seen as indicating that the teacberé

L Y

are much less committed to masteryflearning and "academics ﬁlus" than
. - L . ' :
thei} principal, for whom tnﬁie are important‘ideas. Pennypacker later
o l/ N
observed that te?;hers are often unawaré f new programs they are
1 st
M 7
involved in. a : N
‘ _ The teachers interviewed also made some intgresting comments about™

= -

their pe¥ception of the.school's instructional leader. - Nine indfgated
eir pefcep eader, » Nine indhg

that the'vige—princibal, Andéggf:_fiidfeall§ the instructionalpleader.

: o 117 . ’
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(Andrews has been absent much of this 'year because of illness.) Only

three identified their principa.\ /fée school's instructional leader

Three also identified the reading,department chairperson as playing a .
very act1ve role in instructionad 1eadership. Pennypacker latermnoted'
that part of his overall plan ;as to giVe the vice—principal a more
1mportant role 1n superv1sion. "I‘wanted her to supervise, not to rale—v
4 . . L

she was to go in in a supportive role.'

In rev1ew1ng this report Pennypacker obse ved, l'lhe instructional

program was .a planned process extending over f1ve years 'Good-teaching

is when the teacher s'plan becomes the pup11s plan.'" . ;_

’

\\ ~ The teachers' responses to the spec1al questions at the end ‘of the’

'survey questionnaire suggest some important conclusions ‘about faculty

. { S ™ =
perceptions of Pennypacker They see him as frequently monitoring pupil
- ' e J |
_ behayior in cafeteriasand halls" more than'a third believe that he does-
R .

this four or more times.eachﬂday, and a slightly larger number believes -
R PO . ' 3 o
it happens two or three times daily (See Table 28.) _They see~him less

frequently inm the1r classrooms \as~iable 29 ind1cates, almost half
reported that “they. had not been observed at all last year by the principal'

notej however,_ in-’ Table 30, that more than two thirds of the teachers

- o

reported that the vice—principal had observed them two or more times

last year . It seems 1mportant to note here that only one teacher reported,

not being Qbserved at all last year by the V1ce—principal
\

Pennypacker s monitoring of teacher 1nstructlon more often ‘takes the

form of checking on lesson_plans. As Table -31 indicates, more than

two~thirds of the tgaohers reporting.recalled the principal inspecting

’ Lo
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o Table 28
) - . o~ N N v : ¢
Teacher Perception of Principal Pemnypacker's *

Hall Mdénitoring

- {
Number of Times Daily
Principal Monitors . Number .
Ha&%, Cafeteria Behavior 'Responding Percentage
4 or more 25 38.5
‘ ! !
2 or 3 26 40.0
} .
S ) 7 - 10.8
0 S | , 1.5
:\\—////ﬁégertain . : 6 9.2
Total 65 -
e
\ : , ,
- . , - o 9
" ) ) N
" o L \
\
r// )
45 ) . ///‘ < 4
// '
—_— - - -
-~ *l /’,' o i ’
7 ' '
ol 9
.
,')
. ’ )




Table 2@.\

. Number of Times Principal ennypacker
* . ‘Observed Classrooms Lash Year
.),\ X
. Number of Times 3
‘Teacher Reports Beingin,- Number
Observed Last Year Responding Percentage
}h('”’/fy

Yore tfan 3 10 7 17.0

‘ 2 12 20.3
1°® 8 13.6

0 29 49.2

>
Total 59
ot
-
e
R —
- 4
i - . \
, N
\ 9 ./f=i::‘
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Table 30.
] . B
) A ‘ Number'pﬁ Times Brown Teachers Report M”//;/)
Vice-Principal Observed Classroom: :
. ;o s
Number -of Times T achers = . ,‘“ e
" Report Being Observed by , Number ' "
*  Vice~Principal Last Yeatr Responding Percentage
. b - T
i :
More than 3 . ' , 11 18.3
| 2 . | 30 - ©50.0
1. o 18 - 30.0
y ) l .
¢ 0 l ] 1.7
. Total 60 ~
¢
y hoe
& /
- Y
. ! )

Py

e | - l' ' ‘ 121,

-
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Table 31

-

Number of Times Principal/Lightfoot

Requested Lesson Plans Last Year ,

©
Number of Times _
Lesson Plans . Number .
Requested Last Year .. . Responding” Percentage
10 or more ’ 18 30.0
6 -9 22 37.7
<
. 2-5 12 20.0
1 5 Y 8.3
0 3 N 5.0
Total ; 60

12p
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lesson pians six or more times last year. These data taken together
give us this general pictufe of administrative monitori;;ﬁat Hoover:

the principal is in the¥corridors fhecking on pupil .and teacher

’

behavior--and back/in his office ihspecting lessoh plans, planning stéff‘_v

development, and setting the tone and émphasis for the year; the

3

vice-principal is in the cLassrooﬁéobserving teaching.'.While the data

suggest a relatively intensé degree of administrative monitoring, perhaps
/" ‘

they also suggest that the administrator checking lesson plans is not

4qthe one observing the classroom-—a situation whichiﬁogﬁ experts in
supervision would find ‘fault with. |
In his review of the report, Pennypacker noted that he believes
his concern for supervision goes far beyond the checking of lesson plans.
He listed these processes which he indicated he uses: (The list is as

he reported it.)
Curriculum
Yearly expectations ‘
Vocabulary/reading/communication
Lesson plans
Informal observation
Formal observation
Formal rating
Staff development
Instructional supervision plan
. ‘Emphasis for the term

The teachers in~genera1 report that they feel positive about the

state of instructional leadership in their schools. Almost two-thirds of
. "

those responding feel that their schnol is either making real gains--or
is making some progress. Approximately one of every six teachers

responding indicate some negative feelings here. (ééé'Tablg 32.)

>
N

I
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Table 32

Hoover Teachers' Perceptions of Present State
of Instructional Leadership

§

Teacher Perception ) Nﬁmber Percentage
Makihg real gaing T il . 17.2
Makisg some progress | 35 ° 54.7
Don't know | , 8 12.5
Slipping a little . 9 . . 14.1
Losing ground A SPPE 1.6
_ Total . - 64
2 ¢ CY :
- -
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LT As Table 33 shows, the faculty feel that school community relations

and instfﬁbtional leadership are the top priorities for Pennypécker; .

of the five prioff{y,areas listed, he seems to care least about business, /

v

~'0
management, according to teacher perceptions.
-~ 5
. { 1
To summarize, then, the teachers' responses to the final survey

_queétions give this general perception of their principdl:.

He is frequently in the corridors and cafeteria, ‘checking
on pupil and staff behavior. Although he does not visit
classes too often, he does check frequently on lesson plans.
He places a high priority on both instructional leadership
and school/community relations. And<for the most part
teachers feel positive about the present state of-
instructional leadership in their §chool. -

i

Principal Pénnypacker and the Students

Pennypacker seems to have excellent relationships with Hoover .

P -
students. . Of the geven students interviewed, three were very positive in .
. ‘i / ’T,’ . ,

their comments about him, two were positive, and 9nly~one was at all
. | N . ! '
negative. These comments from the interviews seem illustrative of their
¢ 3TN
feelings about him: 'he's nice", "Leé's concerned about us'", "he wants
us to graduate', "he's in\épe halls a lot", "he's conceyned about our

\ . .
health". The one student who was negative saw him as remote, afraid

of students,_unavailable, and concerned only with the best students in
the school. ) :
The two researchers who observed him were both impressed with the

manner in which he related to students. He smiled at them, greeted them

often by name, congratulated theﬁ§on-their accomplisﬁments. 1f he saw
. s

a student in the corridor getting angry, he would quietly put hisg arm

around the student, guide the student away from the scene of the conflict,

{
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Table 33

B

Teacher Perceptions of Pennypacker Priorities

Area - - " Mean Raﬂkinga
1. School-community relationms ;/l A 2.£§
2. Instructional leadership ‘2.5
3. School district relations ' 3.2
4, Student xelations . ' 3.2
5. Business Management | 3.9

81 = highest priority; 5 = lowest priority

' t

;_1:26;’
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and speak in quiet, confidential tones'about thé’problEm. When he saw

“

Hgirls dallying between classes in the corridors, he would call out,

If he saw.a student breaking\the dress

.

code by wearing a coat in the classroom, he would say, "Sir, I'd like

"Let's get‘to class, ladies.

your coat, please. You may'pick it up in Toom 207 after school."

His instituting of the rule about "no snacke"'seemed as mdch a
result of his concern for student health as for ‘the schOol's appearance.
He saw a student carrying a bag of candy. "Why do%mm buy that junk

from that man on the streets with the d1rty hands? You don't know where

LY

those dirty hands have been. That man's dirty hands are all oyer your
candy. You .give that bag to me."
And chis comments to the researchers suggested that he was genuinely

. \,.‘ . ¢ .
concerned about leading a school where these Black children of the poor

Ycould escape the blight of poverty. He often spoke directly dnd
'sdncerely about his concern for them--for helping them learn how to read
‘and compute, for guiding them into useful careers, for protecting them
.from‘the crine and violence that surrounded the schopl. -

In a.eense'he was more concerned with the whole student population
than he was with individual students. He seemed to have a vision about

-

what the school could be for all the pupils——and instltuted and enforced
9
rules that he thought “would accompllsh that Vlslon He did not seem to

be chiefly concerned with how one- 1nd1v1dua1 pupil was - d01ng——but with

how the entire 'family" was making out.

4
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'Principal Pennypacker -as_an Instructional Leader

Whatvcan be said about the central issue of Pennypacker as an
[}

instructional leader? The answer is a complex one and pefhaps,can best

_ be -teased out by examining severélldifferent sorts of data.
To begin with, his own statements suggest some ‘ambiguity on his part.

I

" On the one hand, his'puﬁiic statements make direct reference to the
importance of instruction and the centrality of instructional leadership.
Here, for example, is a statement he wrote for an issue of the school's

newspaper: .

e e et o e om e = o e e e e e e [ \

The ultimate purpose of public secondary schools and school
systems in America is to provide edutational opportunities

to satisfy both the common and the unique needs of the
individual pupil. Public secondary schools are responsibde

for delivering a quality eddcation‘to all .youth., To accomplish
_this mission, Hoover Junior High makes an effort to diagnose
each pupil's needs, concerns, and cognitive and affectdive ".
stylés to design effective learning programs. The educational
philosophy of the Hoover family embraces Academic Plus and
Mastery Learning via caring, sharing, and supporting.

- Also, his "faculty notices" fréquently include extended discussions
of learning principles, especially those of mastery learnihg. As.én

example, the faculty notices for February 16, 1982, included a two-page

{

discussion of mastery learning. And an "exemplary school project

proposal” which he wrote includes some very épecific long~range
instructional goals. Here, for example, is one -such goal from the

)

proposal: *

To increase by 15% the number of pupils on the honor roll
for academic achievement as compared to the percentage of
pupils on the honor roll at the end of the 1980-81 school
year. —
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On the’other hand, there are some indicatioﬁ§ that he doeé not
perceive fhe supervision of instruction as his primary responsibility;
it is the responsibility inspéad of the Qice—pri cipal. Notice;‘for E?
example, the organizatioﬁ‘chart s@own on the attached paéé. Tﬁé vice-~
principal is Clearly‘designated ;s being méggly responsible for
"supervision of instruction". Another interesting point which can be

'observed in the chart is thét,_althouéb fﬁe othgr vice~principal is in

charge”of "management and -administration", Pennypacker has listed for

himself several,managemgnt responsibilities: school accounts, school

. '_ ?
busiftess management, and secretarial services. He-later commefited,

"Instruction.is my primary responsibility, even though I delegate part -~

off it."

N

Thée other interesting facet about his public statémehts is thdg they

are cogent when it comes to articulating goals but less persuasive when

it comes to specifying methodologicai strategies. Fgr example, when ,_~
asked by the interviewer about his concept of curriculum 1eadqrship, he
1im;ted himself to statements,kabout the importance of curricular mandates
\and the.weaknéss of the central offipe in éfaviding sucﬁ mandates. His

’7project proposal, while cle;r about the goq%ﬁl is leés clear about hgw. .
_;ﬁe%ese goa%s Qill be achieéed. It-éays, in ess?nce, we.will be én Academics

y Plus scheol using mastery_learning. |
v The teacheys‘ responses.seem to reflecf'somé of théz same améiguity
which Pennypackér.projects. On the one hand the teachers interviewed

commented very favorably about his leadership in general. And all the

teachers surveyéd indicated that they believed that instructional




JUNIOR HIGH SCHOOL

CHART OF ADMINISTRATIVE RESPONSTBILITIES \
September, 1978 ‘
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PRINCIPAL )
Vice'Principal Vice Principal
Management & - e o Supervision of
Administration - T _ Instruction '
School Organizatiom -  Building Committee Art -
Pupil Records Secretarial Services Business
Facility-(M. & 0.)- School Accounts’ English
~_Supplies & Requisitions School Business -~ . E.s.0.L. = =
I.M.C. Management . Foreign Language-
Audio-Visual Aids School Publications , Home Economics
Pupil Seryices Public/Community - Industrial Arts
" Tokens Zfrée & sold) Relations . : Mathematics
Lunch Program,. -Student Government Music _
Lockers - Cooke Athletic Assoc. Physical Education:
Imprest Funds Grade Level Organization Reading (Language Arts)
~Class Trips . ACTION Program Science T
Security & Fire Drills Home & School Assoc. Social Studies
. Supportive Services ~ School Community . ~ Special Education
Counseling Coordinator New Teacher Orientation
Medical Services - . School Attendance Lesson Plans
Psychological Services Teams : Teachers"Observations
Substitute Services School Promotion In-Service Training
Speech Therapy ' Review Téams ' ~ Staff Development n
N.T.A. Services < . ~ Discipline Committee
Career Education
P.R.I.M.E, . _
P.R.I.D.E. ' . /
Community Mental Health C <
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leadership was one of his two top priorities.

On the other hand thef%’are some 1nd1cations that teachers are
. e

-uncertain about his instructional leadership. Observe that thoseﬂinter— ..

vieWed,ieven while praising his leadership, made~few specific referencei////

to his skills as a superisor. The teachers' comments to the last

open-ended question on. the survey iﬁstrumént.("What additional comments 5
can.you make that will fprther degcribe how/instructional leadership-,
tasks are. performed 1n?your school?") are also illuminating here. )
Twent'y teacher/ytook the tlme to, respond to the question.' Tahle 34 '/\\V

summarizes their responses. Note that 15 of their comments were critlcal

-,

of the principal, with several Critlchlng what they saw as specific
"<
paknesies. Only 4 of the favorable comments made direct reference to
4 ~ -
the pr1nc1pal while 3 made SpeCiflC reference to the absent vice-principal(

-«\.;

And 1t/m1ght also be stressed here aéain that teachers report that he

frequently checked lesson_plans——hgt‘did not frequently supervise them
. - T // ’ ‘.
in their classrooms. (In his review Pennypacker questioned the appro-

L]

priateness of this last questioni)
The observation of hﬂ%gbeha;ior showed some of the same ambiguity.
Teacher supervision was:seCOnd’highest in frequency as a focus of the
behavioral interactions——buttthey acbounted torJonlv-i6.SZ of his inter-
actions. And as is noted elsewhere, his classroom observations are
often of brief duratlon. In fact, his behav1or suggests that he believes
he ,can prov1de 1nstihctlonal leadership by providing an.env1ronment for

teachers that is clean and orderly, rather than trying fo impact d1rectly

through the direct supervision of teachers or through the 1mprovement of

Tl ]
e ! / .
/ . .



Table” 34

o N

. ) s
/ Hoover Teacher Responses to "Ad@itional Comments" Question
¢ .

~

f Category of Comment * Number

<

. ' —
CRITICAL OF PRiNCI?AL ’ -~

Should pay more attention to improving
instruction
Gives too much responslbillty to teachers .,
~ .Should give more attention to discipline
Should ptovide a better teaching scliedule
Is too critical of our curriculum
1Is too authoritarian .
Permits too many classroom interruptlons
Should share instructional leadership more
Does not consult teachers enough .
.. Over-emphasizes public relations

FHREHREFRDD DWW

CRITICAL OF CENTRAL ADMINISTRATION

Central administration does not provide

enough texts 2
. Central administration encourages social |
promotion - ] . 1
School board is unprofe551ona1 . 1

FAVORABLE ABOUT PRINCI?AL AND OTHERS ' SN

. Principal tries to improve instruction 2
Principal places an c¢mphasis .on
instruction ° :
The vice-principal has been absent
3 The vice-principal is really in charge
Teachers confer with each other
Students seem to be improving
s Instructional leadership is decengralized
Mastery learning staff development was
very helpful Lo 1

N
e L L
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the curriculum. (In his review Pennypacker stresses this point again:
A

”Ifﬁyou’don't have an environment conducive to teaching, you are not
going to have good instruction.')
Perﬁaps we can best unders;and hfs ;pproach to_iﬁstructional leader-
ship~—and to 1ea§ership in gederal——if we exampine the mastery learning
project. A few years ago he learned about mastery learning from the

school district's Affective Education program. He invited a trainer from

that office to condquﬁstaffﬂdevelopment;wtth~his'facuiﬁi;“péftiﬁiﬁéfing

7ﬁ{ﬁééifi;s was required. He then reqdired)every tmacher to write a maste;y
‘learning unit.i fle conductgq,a workshop hiﬁself for the ﬁaculty, offering
* to teach in their classrooms any congept they chose-~and to teach that
" concept using masterY'iearning principleg. He made severai public
announcements about ciie schooiqs commitment to mastery‘learnipg. He
‘reminded faculty again and again of the strategies and uses of mastery
learning. All of th%s had been accomplished with almost no teache? input‘
into ‘the decision -or in the implementation'strategies. P ‘
Pennypacker made this observation in his revie¢ of this secgion:
"You doq't have time for- indecision.- Planning time is at a 'premium."|
Then he began to encounter some teacher resiséance. The district
s:pefintendent had learned from him about his school's involvement with

mastery lea%§ipg and wondered if she might hold a training sessién at

Hoover for other principals--so that théy could see mastery learning in-
operation. When he announced-this to ﬁ%e facﬁlty, he found some §£;;;g
objection to the idea. He‘backed off a bit, indicating to the district
superintendent that a visit wonld prbbably not be appropriatevat that

133
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time. But he indicated to the researcher that he would cantinue pressihg
gnd_pushing,/quietly put persistéﬁtly.

His approach to "Academics Plus" is also interesting. '"Academics
Plus" is a label for Philadelphia SChOOléAEhO openly éspouse a ''back-to-
basics" philosophy. As originally conceived, the label would\be‘USed to

identify a school that was totally committed to these six practices:

1. An emphasis on basic skills

2. A strict discipline code
3. Regulér required homework
4, A required dress code

5. Promotion through.the demonstration of competence :

6. Frequent pupil progress reports )
K ), .

The no%ion was that an "academics plus" school would be one quite different,
.from all the resti—and that the faCuity would be;éoﬁpletely qommiqted to
the plan--and that pafénts as well would be involved and committéd.
As:f;r as can be determined, Pennypackér decided a few years ago—-—
seemingly without much faculty or parent input-~that Hoover woﬁld be an
P

"icademics plus' school. A dress code and a discipline code were'dev7loped.

Teachers wére reminded of the importance of basic skills, of the need to

give homework, and of the impoptance of regular communication with the
” N .

home. But the program seems not to have made much of an impact. The

pupils who were interviewed seemed completely unaware of the concept.

The parents: at the "Principal's Advisory Committee'" meeting seemed

surprised to learn that Ehevschool/yag'pagt of the program. And teachers

likewise seemed vague and uninformed about the concept.

y
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It should be noted here that Pennypacker believes these perceptions:

. .

of the researchers are erronedus. ''The Academics Plus idea was an
)

outgrowth-of 'a program in process over several years! It was an evo- o

1utionary program, involving a dress_code, a distipline code, a promotion

7 -

policy, and an emphasis on homeworﬁ?f>
Perhaps then we can reach these tentative conclusions about
i
Pennypacker s approach,th;nstructional leadership. f S

1. He believes‘in the power of slogans ,and symbols and astutely
uses them to energize the,faculty, He does an excellent job
of articulating basic principles and long-term goals.

e 2. He is concerned with creating first an environment! He tries
hard to create a '"family" -atmosphere for pupils and teachers.
He devotes much effort to making the building éafeiand clean.

3. He enthusiastically embraces new, ldeas that are coﬁsonant with’
his own philosophy, which he perhaps accurately chardcterizes
as "conservative'. He commits the school to a new program

-"6f this sort, provides the faculty with training, and keeps
low-key but consistent pressure on the faculty to embrace the
idea. ’ '

4. He turns over instructional supervision. to a- trusted
vice-principal; when' she becomes i1l and is absent for a
prolonged period of time, he supervises and checks lesson plans--— .
but does so perhaps reluctantly

-

One important note about Pennypacker S leadershig is his ability to

7 work with the teachers' union in achieving his professional goals. The

Y

conventional wisdom among most Philadelphia school admiqiétrators is that

good principals can't do the job they want to do because the union con-

tract ties their hardds. Pemnypacker doesn't believe that conventional

wisdom. 'You can work with the. contract,” he said to the researcher.

.

His vfewpoint was supported by a union leader--who seemed very anxious
. ra .o .

that he/she not be identified 11:~///ya§. Tbiswleaderiatlone point had
. " 3

\ : - -
1‘ : ) . - N -7
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bLeen at Hoover while Pennypacker was principal. * He/she had this to say:

Pennypacker worked with the teachers, not -against them like

most principals. He tried to share authority—-but always within |

~the bounds of the contract. And he turned the place around

- bacause the teachszs were willing to work with him. In any
school it's the principal who makes a difference. The union
contract does not have to stand in‘the way. I want the contract
observed, because it' protects us teachers against unreasonable
administrators—-but I'm willing to work with any principal

who has good educational ideas and who will make teachers
feel they are part of the decision-making process.,

& .

His handling of a meeting with the bgilding representatives indicated
to;thp observer that he waé willing to listen to teacher compiaints--but
wés‘not rgady to-give away his authority. He was clearly in charge of
the meeting--but the representatives felt free to air their complaints.
At oneﬂpoipt the téachers made i; cledar that they wogld like to have a
faculty megting‘in which ;eacﬁers could air their problems and get direct
answers from the pridcipél in a face—Fo—face'discuSSion.

Péﬁnypacker's‘response was very direct.. "A1l the prohlems are
covered by our discipline handbook--and can be dealt with if teachers
gust decide to take those policies éeriously. There is no need for one
more gripe sessibn. ;All teacheré have to do is read the manﬁal. If they

. ”“_”// B .
_want—quéstions answered, they can write out their questions in advance.
Then I'll answer them.' .After some further discussion about the ‘handbook
and weak teachers, the representatives agfeed to do thingsfthe principal's
way. .
- . ) ~
Principal Pennypacker seems to be somewhat ambiguous in his approach
to teacher supervision. His comments in the interviews seem toO suggéé;

that he considers supervision important and knows contemporary theories

of supervision. He commented to’ the researcher, "I follow Cogan's model
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of teacher supervision. Yet his actual behavior suggests otherwise.

Although "teacher supervision" was second highest in the focus of

Ce

his behavioral events, accounting for 16.57 of his interactions, most
N\ N

of these supervisory visits were of rather brief duration and did not

follow the Cogan model of clinical supervision. The researcher's notes

\

\point more
\

from one extended period of observation might make -this

forcefully: :
10:40. We visit a language arts class. There are eWenty—five
pupils in the room. Most seem to be working quietly. They are
writing answers to questions on the board. The questions deal
with such matters as the name of the author, the title, where
author and title can be found in the book, and what takes place
in the story. The pupils seem to be on task-—but the work
seemg dull and uninteresting. I borrow a book from one of the
pupils: it is a reader especially prepared for less able
pupils. It seems to contain material that would make for
excellent discussion. Pennypacker is observing intently,
making a few notes on an observation form, and from time to
time checking pupil work. As the period draws to a close,
the teacher--without explanation--interrupts the reading
lesson to pass out a map. The map seems to be the basis of
that night's homework. But the teacher makes a very confusing
explanation of what is to be done. The lesson as a whole seems
disappointing, disorganized, and without much real learning-.--—-- --
- having taken place. ‘

Later that morning Pennypacker and I talk about the observation.
He explains that he will give the teacher a written report on
_ the observation, with a note indicating that conference can be
requested He says that most don't request conferences. He
notes’that he had chosen to observe this particular teacher
because she was new. He showed me the observation.report on
the lesson we had observed. It's really an evaluation form,
not conducive to giving objective feedback. He has checked
the following as "acceptable": room is neat, enthusiastic,

approprlate variety He has checked as "excellent' the
teacher's dlsclpline and knowledge of subject matter
Everything else on’the checklist is evaluated as "good". He
‘tomments to me that—he considered it a good class because
the discipline was good--it's a very difficult clas:", he
explains.

7

137




128 L s

»

In reviewing the first draft of this report, Pennypacker clarified

this seeming disparity between theory and practice. He noted that he

L4

accepts the general principles behind Cogan's appro;ch to supervision
but does not believe that the model can be implemented in its complete

form, since time and money are not available for implementing the model

as Cogan believes it should be used. Pennypacker has developed his own
approach which he zalls “supportive_supervisiéﬁ“, which he views as more

reinforcing and more diversified.

His approach to the checking of lesson plans reflects some of the

sate ambiguities about theory and préctice. In the absence of the vice-

principal who is prlmarily reaponsible for checking lesson plans, he has

1.
assumed thid task and carries it out religlously. Teachers are expected .
to submit plan books, according to a schedule based upon departmental

assignment--and Pennypacker reminds those who have not submltted them

that they muSt.get'them in. "You cannot have directed teaching without

4 -

planning', he observed. And he has reminded teachers again and again
about the importénce of applying mastery learning principles to the plannidg
and delivery of instruction.

_ Yet his checking of the plans seems to be more of an administrative
routine than-%n exercise in constructive supervision. He sfamps with a
happy face thexplans he approves af. When he raises questions about the
plans, they often seem to be of a superficial nature: "Have you ever .

~

triéd to teach a specific unit plan?" As he sits at his desk with a pile

'

of plan books in front of him, stamping happy faces and writing brief

questions, he seems like a teacher trying to get through a pile of
0

/
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homewdrk assignments. It seems likeiy that his shé;kiﬁg of the plans on
a reéﬁlg;“bgsis:hasvaVpgsi?iyg}gfﬁep;ﬂby'Fgmégﬁi;gm;eachers that he cares
about planning and he checks up on performépéé—ebut one doubts that
teachers learn anything about insﬁructionai planning-throﬁgh his ritual
of submittiﬁg written/plans. (He later noted that most teachers already
know how to plan efféc?ivelx.)

The teacherF( responses to the final questions in the_survey form
tend to bear oy& these impressions. Almost half the teachers reported
that they'wgrg nét observed at all last year by the principal—-bué moJ;h\
than two-thirds of those resﬁonding indicated that hé had asked. to see
ﬁheir lesson plans at least six times during the year.

Ip his comments to the researchers and in his rendering-of the
school’s organizational relationsﬁips, Pennypacker has made it very clear
that teacher supervision is the responsibility of &he vicé—principal who
has been ill.for so much of- this year. This fact and the data referred
to above suggest to the researchers that Pennypacker really doesn't
like to supervise-—and has only a superficial knowledge of clinicalv
supervision--but does‘higibest to carry out the task since he knows it
must be done. |

These statements might best describe teacher supervision as it is
carried out by Pennypacker:

1. Supervision is differentially provided; new teachers and
teachers who seem to be having problems are supervised
closely—-others receive little direct supervision.

2. There is never a pre-observation conference. Most visits,

in fact, are unannounced and unexpected. His review of
lesson plans takes the place of the conference.
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3. The observation more often lasts a short period of time.

4. The principal's observatigns tend to be evaluative in nature,
concerned with rating rather than with giving ‘objective
’“'féédbackt~”The~vice—principallsuobse:yationsnare,superviéory,

- in nature.
e

5. The principal spends little ‘time analyzing the observationj -
the focus tends to be on teacher-pupil interaction.

N

6. An evaluation checklist is completed and sent to the
teacher} there is not post-observation conference unless one
is requested--and such a conference is rarely requested by
‘the teacher. ‘ ’

This additional information is probably useful in rounding out the

1

pictq;e of Pennypackéf;;'approach to instructicnal leadership. After

the report had.been submittea to-him for his review, fennypacker sent to
‘one of the researchers ; rather comprehensive report he and two colleagues
‘had developed as part of their doctoral work at Nova University. They
had developéd a 'transportable treatment model for retained eighth grade

N . . ‘ .

students', which, used staff development, smaller classes, a ne& compre-
S . 4 |

hensive reading program, self-concept counseling, and team teaching tao.,

.,

improve the self-concept and academic performance of retained students, )

Their assessments indicated that the model was successful in improving

reading achievement, self-image, and attendance of the target population.

Pennypacker's Problem Solving Processes

Those who espouseya creative problem-solving process in dealing with
school problems would probably find much to criticize in Pennypacker's
approaches to(solving problems. In the reseérchers' perspective, he
doesn't seem to do much systematic data gathering when he seﬁses vagueiy

that something is wrong; he is moré'likely to mull the problem over in
s .
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his heéd, rather than looking for statiséical evidence. (Pennypacker -
disagrees strongly with this perception, noting that he uskd moreudééazy)
- gatheriny in tgé-previouS'year—Qandfnow h;s”the"data'he'needs;)' Hé
rarely seemed to- get any group input ingo problem identification o;» 
solution generatién. Most of the meetings he held during the,pefiod ~
when he was obServed werevregularly scheduled parent and fagulty.meetings

at which complaints were aired. He often did not seem interested in 4

responding to problgqs that others identified, choosing instead to move

AR
a

the discussion back’ to his'own agenda: the buillding representatives
wanted an open faculty discussion of discipline; he wanted faculty to

read the handbook~-and to support him in his attempts to cut down on

AN

pupils’ eatiﬁg of snacks. The splutions he generated for improving the

schoql could hardly be termed innévétive: improve discipline, implement

a dress Qode, uge mastery léarning. ' % 
And yet on a day—to-day‘basis heiseemed'to be able to solve:—or

amerliorate-~the pressing problems in his own intuitive and direct way.

Two cases"5é¥hapsﬂillustrate this.

The first case involved thef;otentially explosiveisit@ation of a
ndﬁﬁteaching assistaﬁt who was suspected of éelling marijuana to pupils
in>the school. The problem first. surfaced when hé was conferring with a
paregz about a pupil having discipline problems. The parent finally
exploded: '"You're fu;sing about minor problems--and not paying>atténtiop
td drug dealing and sexual harassment in the schoél.V Pennypackér quie;ly

listened, without over-reacting or getting defensive. He noted all the

, ™
allegations the parent made and assured the parent that an investigation
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.would begin,

He then proceeded to question some of tHe girls who had been impli-
cated. He elicited-fromuthemqthe.information he needed;vail_thetwhilel
playing down the importance of the matter and not.discussing it with |
faculty. He then learned that some of the girls who had talked with him
were being harassed‘by the non—teaching.assistant charged with selling

_. drugs. He then informed his district superintendent of the investigation,
indicating that he‘had it well under control. He checked with the
school district's labor relations representative about the progedures to
.use in suspending NTA's under such conditions" He followed the guide—
lines in‘suspending the suspected employee. He kept the local police
captain.informed and requested his he1p in discovering how widespread
the probﬁem was. And he kept careful records of everything he had done.
At theAtime of ‘the researcher's last visit to the school, the problem
‘had not been completely resolved, but there was a ciear sense that it
would be. -Throughout this-entire crisid, he remained calm, followed
T procedures,. followed his ’hﬁﬁ‘éﬁ‘é's‘ -~ atid seemed to be~able to defuse a
potent1a11y exploslve situation
The second case is the problem of pupil snacks, prev10us1y alluded
to. Several months ago he became concerned about the problem. PupilsA.
weie not eating breakfast at home,'were not eating\the breakfast provided
by the school, but were buying candy and other snacks from street vendors
on -the way to school. They would then eat the snacks at school during

the day, making a mess with the snacks and wrappers. He was concerned

about their nutrition—-and their making his school dirty. He decided to o
: F

S
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take action: no snacks would be allowed. He informed the building
fepresentative. He warned the students ét an assembly that the new

: . ; ~
policy would go into effect after the holida&s. And he implemented the

policy himself.u He would station himsei}\at the school ddof in the

«

morning. If he séw a pupil bringing snacks into the school, he would N
politely say, "Sir, I'd like your bag oﬁ/po;afdléhips. You.know we have
a new poliéy. You may get your chips from my of fice after school today.
Does y&ur mother know you're wasting your money on that junk?"
His_approach to problem solving might be deéhr}ﬁed thenuin this

fashion:

. -
1. He has a vision of what the school can be. r

2. 'He is very sensitive to any developments that éuggest/éhat ;
vision is imperiled. He 8tays on top of problems by being
highly visible and in close contact with pupils and teachers.

3. He mulls over major problems and worries about them until he
-senses it .is time to act. o

4. He relies upon his intuitive judgment tc guide nimj he sees
v himself as/ "street smart".

5. He involves the faculty only to the extent that hée thinks
they should be involved. '

6. He takes direct action: he takes the coats from coat-wearers;
he confiscates the snacks from snack—-eaters.

’
1

Pennypacker: the Developmental History and the Basic Style -

) His career path says a great deélrabout what he is as a person. He
began .as a clgssrpom teacher in Pﬁiladelphia, after realizing that family
cifcumstancés would not permit him to fulfill his original ambition to
become a lawyer; He seems to have been‘a very effective teacher, came

under the influence of an excellent Black principal, and decided that he

1
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would not remain a teacher. He took graduate work as a counselor and

[ v

.served. as a.guidanca‘counselor for a -short period ofﬁu}me}*fHe”theh R

il

served a stint as a junior high sehool vice-principal. During-fhe late

- v

sixties when there was a great deal of racial tension in the schools, he
was selected as a field agent working in the office of Community ‘Affairs,
conducting training sessions for principals and working with community

organizations. By this time he already seems’ to have acquired a reputa-

7 .
tion in the district as ode of the leading Black administrators, one

ked f reater things. %
marked for g g NS
He came to Hoover in 1976, at a time when the school was experiencing.
/ N

several different kinds”ﬁf/gfress. A weak principal had just left. The
community was changing in its complexion. Teacher morale was low, and
discipline was poor. Immediately upon arrival, Pennfpacker announced

that things would be different: the building wéuld be clean; there would

e -

be goo&xdiscipline;_there would be a strong emphasis on the basics; and

\\ti{é}"(?v‘fduld be a family spirit, where all worked togéff-her for the common
g

od.

4

A faculty hungry for leadership seemed to respond eagerly to his

-

very direct style. They cpalesced behind him and worked together to

enforce the rules which he had made. He treated them with. respect, gave

them a sense of pride, and created a new image of the school in the i

S

community. He knew he had accomplished his first goal--of creating’a
better environment--but he als% knew. that the school had not made the

great progress in pupil achievement that heyhoped it would. He saw that

as the. second phase of+his overall plan.

' '
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. - : - |
But he made it clear to his superiors and his colleagues that he was
“still upwardiy mobilé in a proféssional sense. Hé' lj/f,;géme very active dn- -

He took a leader hinvposition in an

the juniorn high principals group.
~organization of Black school adminis rators. He playea an active role
in several community organizations.. And he talked‘candidly to the

AY -

researchers about his ambitions of being high school principal or a
superintendent. |
And then a few months after this study h?d been formally concluded
it was annonnced that he had been appointed‘pfincipal of one of thellarge
high schools in the city. ’ . - /
.‘It would be unfeir to say that his professional ambitions elone
drove him in his pursuit of excellence et Hoover. .There were several
indicatione that he was sincerely motiveted'by a genuine concern for
Black pnpils especially; part of the reason he drove himself so hard was

-

to make life better for them. He himself noted to one of the researchers

that his interest in career mobility was motivated by a desire to make
an impact on the largest possible number oi pupils.

Pennypacker's basic orientation to his job seems to be a paternal-
istic one——and that term is not'ueed here as a pejorative. In many ways

he acts like a father with his sttdents. He worries abcout their diet.

'

_ﬁe nags about theip appearance. He reminds them of the importance of

w .

nstudying hard. He listens patiently to their problems and disciplines

them with a firm but not unkind hand. In some ways he seems to see these

o)

pupils as children, not as young adolescents: they need to be told what

to do. As he notes in the.interview, he was opposed to the student bill
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of rights that was passed by the school board in the late sixties—-and
: \ 4 \ ’

that opposition.étemmea-from.his.belief,thaf theEe children needed firm
direction and control, not a bill of rights. Yet with all tpis‘firmness

and &ésire té control;, there is a genuine basic.respect in his attitudes
X PR
. . towards all the pupils that seams genuine and sincere. To them he is the

caring but demanding father: notice in the student interviews (see page
L3

how often the terms "caring" and concerned" are used by the students  in

N

talking about him.
His faéherly concern for the appearance of the phpils can Qé best

illustrated by the dress code he developed and ptdtulgated, Here, for
h ' s
example, are the items of clothing proscribed for boys: *

IT . Prohibited Dress (NO!)

. Shirts without sleeves, undershirts, sweaters worn as
substitutes for shirts, gym sweat shirts or unbut toned
shirts. -

B. Soiled or dirty‘duné:rees, slacks, khakis, trousers, and
~ homemade Bermuda shorts. ; .

% it e i i o T
C. Flip flops or bare feet.

N

D. Plaited hair,'toothpické or matchsticks in the .mouth or
: tucked on the ear or unbuckled belts. '

E. Hats, caps, 63 outdoor cdats or jackets in the classroom.
(From the_Hoover Pupil Dress Code) ) |
He seims even slightly paterhalistic towards the faculty. The meta~
phor he uses(mosl often in talking about the school and its personnei is

. ) ‘
"the Hoover family'--and he usually adds the familial descriptors 'caring

and sharing with each other". And it was noted in reviewing;éhe trans- -
g _

r .
cripts of the teacher interviews that even the two teachers who mocked - .

A
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the rhetoric talked ;boqt their colleagues in terms that suggested ;hap

. they poo,were,conceféed'with“thé'"famii§".asbéctsvof tﬁeif feiationships.

As he notes in his own remarks to the interviswers, he most often magés |

: o \ | : A

a major decision (like the no-snack and the no-coats decision »someﬁﬁgz(\

unilaterally~-and then tells the faculty what he has Qecided. Obserye
that two of the sixteen teachers interviewed characterized him as
"manipulative', suggesting that s&me at least view his paternalistic
direction in negative terms.

The complete text (except for'identifying information which has

been deleted) of a typical set of "Faculty Notices" is.included in the p

o

following pages to illustrate some of Pennypacker's approaches to his

¢

. )
staff. The notices usually begin witH a quotation, often of an

[

inspirational sort. Then Pennypacker continues by congratulating the
"family" who are '"true professionals'. The "informational" section

inqludes notices about two members of the "fgqi}yf

, one who is 111 and . ..

. e T
Y I

]

one who-is retiring-—and five recommended readings. The first
o) _

"administratiVe/pro%essional" note is a scolding about the anti-social P
_ o8 _ '
Jbehavior of a few members of the "family{ﬁ-its tone sharply in contrast
\:‘ )
to that of the opening commendation. The notices then codinue with a

reminder about keeping the school clean. Several routine an uncemeénts
follow, and then towards the end of the notices is one other that has the
tone of a stern chiding: get the rules straight, it seems to say-—and
4 M *
follow them.
Inspiring quotations, commendations for the gbod,meﬁbérs of'thg family,
personal notes about family members who are ill or are retiring, scolding
. - P

7
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Junior High School
. ‘Street
- - Philadelphia, PA

Principal Vice Principals

. Faculty Notices
™, December 1, 1981

"Some people confuse principles with rules.
A principle is inside one; a rule is an out-.
ward restrictor: to obey a principle you
- have to use your mental and moral powers; .
to obey a rule you have only to do what the \\\
rule saysnf ' >

‘T would like to thanixthe members of the Family" who have
shown they have principles and are true professionals. The life,”pro-
grams and activities of the school are functioning because they care
and are willing to share of themselves to have a good school. Our
instructional program is progressing positively, extra curricular

iactivities ate in high gear, educational trips are under consideration,
and plans are in progress for a holiday show. I like to see everyone
contributing to the success of the school. You can do it. You will
find you will be happiest, and this school will_be a better place to
work when you make a positive contribution.

I. Informational

A. Get well wishes: Barbara is home sick. She would
appreciate your cards.
\ : N
B. ‘Lillian retirement from her position as noon-time
e . . ...hide-after-17 years-of service-here-at—————— Jr-Highv—We———

4

wish her a long life and happiness.
\ C. School District opportunity:

1.' Child Care Center Teacher (12 months)... App. deadline 12/18.
2. Teacher-Coordinator... CLEC Program, - High School...
application deadline 12/9/81.

D. Recommended readings:

1. Pennsylvania Education 4. Citizen's Business
2. Education Week .5, Oakes' Newsletter
3. Resources for Youth s

IT. Administrative/Proféssional ) }

A. Anti-Social Behavior: Regretfully, I have to remind the entire
staff that because of anti-social behavior of a .few, that
defacing pr destroying school/personal property shall incur
the full (force of administrative and legal action. I recognize
people's feeings, but will not tolgrate‘anti—social behavior.
We are all professional and expect professional behavior.
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Faculty Notices ' December 1, 1981

B. The Learning Environment: ‘The school's general appearance
i and individual classroom appearance‘cont;ibutes‘to the
learning environment. Currently decorated and clean rooms,
along with good classroom management, enhances learning.
I would like to extend my congratulations to the teachers
who were recognized by Ms. . , Vice Principal, in the
Nov. 30, 1981 Dailygram. '

C. Instruction: Your aﬁ%inistrators are generally pleased with
the level of instrucﬂi%: they have observed thus far this
school year. Please remember. and do the following, and you

- will have continued sudess: ) '

. Be persistent and consistent. .

Plan your lessons each week and review plans daily.
. Give, collect and mark homework. ' .
. Give a quiz at least once a week.
. Give special assignments or reports to individuals or
, the class. - '
Y 6. Give a major test every 10 school days.

7. Give pupils opportunities to improve their grades.

v w N e

D. The Advisory Period: .All staff members;ﬁespecially advisqrs,
are to review Ms. memo of Nov. 25, 1981 concerning
the advisory/homeroom period.

F. TFire Drill: Last weeks fire drill was satisfactory for-
our first fire drill of the school year. We will have an
unannounced fire drill this week. Please review the direc-

" tions from your classrooms.  Remember: .Y . .

1. Have pupils stop talking and ready to listen and follow
directions, , -
line up pupils, '

[y

2.

3. tell pupils which stairs they are to use, .

4. have sections move only the/distance you can sugervise,

5. sections that exit to the sides of the. building [should
go across the street, . _ S :

6. wait for signal to return to the building.

F. Student Council Elections: “~The nominating speeches an
elections will take place next week. Special instructionms
and a schedule for assembly programs and elections will be
given out later. Please encourage good students to run
for school office. Our school officers’ represent our.school,
and we want the best. ‘ . '

G. Communication: ~There are several important communique -
organs, that are must reading for the entire staff. Ignor-.
ance of information or content is no excuse for performing
duties or responsibilities once published in official school

‘ ' . . ~ . . <
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- )
Faculty Notices December 1, 1981

organs:

1. Dailygram....READ EVERYDAY!

2. Faculty Notices....read and keep for future reference.

3. Building Committee Meeting Minutes. -

4.  Special memos.
H. Class trips:

Please review trip procedures. :
. Obtain trip requeést form from Mrs. in the office.
Complete request form and return to the Roster Room.
Final_ approval for all trips will be given by

You must give three weeks notice for all trips.

b2
W WN e

7. TInstructional Leadership Survey: This is a research project
conducted by the University of Pennsylvania under the direc-
tion of Dr. Glatthorn and Dr. Newberg. You will help eval-
uate the administration's performance as it relates to in-
structional leadership. '
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for those who have not been good, recommendations about professional

<

reading, a reminder ‘about the importance of keeping the "home" clean,

[T

and a stern ‘reminder to know and follow the rules—-the notices, it ceems

to us, are the words of a cariﬂg and concerned.father.

\\\ And his relationships with parent; and community members seem to
have that same paternalistic flavor. \His meeting ;ith the "Priﬁcipalws
Advisory Committee' on January 18: 1982, ié perhaps illustrati;e of this
basic approach. Prior to the meeting with this group of community
representatives, he made tﬁ;s comment to the researcher: ''My hidden
agenda with this group is just to get them into the school—;so they can
see we have a good schooll" The meeting was-ostensibly chaired by the .
home and school coordinator-—but two minutes after the meeting began,
Pennypacker took over and remained in charge until the end of the weeting.
His style here in this meeting is to announce the topic under discussion,
make an'extended staéement about his position on the topic, ask for
questions, briefly acknowledge any response from thése in atéendance, and
then pass on to the next.subject. The researcher observing the meeting
had the impression that Pennypacker wasn;t really listening to members’
suggestions ‘or concerns but seemed concerned 6n1y with his own agenda.

At one ﬁoint towards the end of the meeting, this exchange occurred,
Perinypacker had been talking about some serious community problems
involving drug pushing and harassment of the pupils. He said to the
groyp, "Let me ask you for advice. If the superintendént offered to send

am\dndercover agent into the.school (to identify drug pushers); would

it pe a good idea?" All the rmembers who spoke agreed that it might
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be a good idea. Then Pennypacker continued: '"Well, the superintendent
7
hds offered to do just that-—and I have agreed. I justvwanted to get

wour opinion.'

The "entire meeting seemed to provide an occasion for Pennypacker to

inform the group about what he was doing, to impress them with the

“ L

accompllshments of the school, and to indicate that he was on top of
problems. Even on the occasions when members asked what they could do

to help, Pennypacker seemed to make only_\\half hearted response which
g

:suggested to the observer that the help really‘wasn't degired. The

’

researcher's notes concluded with this observation: "An excellent job oﬁ;

show~and-tell." =

\ |
The Leadership Structure at Hoover Junior High School

The formal leadership structure at Hoover is obviously similar to

~

that at Brown: a principal, two vice-principals, department chairpersons.

And the informal structure has some surprlsing similarities: a strong

/7

principal, a key vice-principal, and a small number of 1nfluential
A s

-

department ehairpersons. In this instance, the key vice—principal(is a
. -~ .

woman, one who has been absent for a prolonged period of time because of

illness. "During the cou;se of this stu&‘ he was in attendance only for

a few days and was unavailable for intek(}v s. But her‘influente is

still strongly felt. Teachers speak of her with admiration-—even with

a bit of awe at times. And the principal acknowledges that he very much

misses her. In her absence he has trred to take over the supervisory

\ ’
\

functions that she performed so well. Those who spoke about her convey

this picture of her: a very strong person, quite direct in style, who
. N\
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supervised closely and kept teachers on their toes.

The other vice—princ}pal seems to play a much less active role, even
in the absence of the afgrementioned colleague. He described his duties
as primarily administrative: "I'm in charge of maintenance, repair,
equipment, and requisitions." He has been at the schopl for fourteen
years and seems to have the respect of the faculty as a conscientious
administrator who takes care of the‘"n%ts and bolts" of the school's

{
operations.

Again there seem to be a few key department chairpersons who have
chosen to exercise influence beyond the scope of their formal authority.
The principal and several of the teachers interviewed see the reading

1 .
chairperson as playing a key role in instructional improvement. And the

.

chairpersgn of the industrial arts department was soO we%@ regarded by -
. »

the principal and his Eolleaéues that he was appointed as én acting

vice-principal when it seemed uncertain whether the vice-ﬁrincipal who

was iil would be able to return to the job. The principal indicated to

the researcher, "When I annoﬁnced his apéointment as an acting

vice-principal, the rest of the faculty applauded.” 'He is seen as a

dynamic and concerned teacher, who is well liked by the students and

much respected by -his colleagues.

-

P
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Lynnwood Junior High School

|
2

Description of the Community v : 3

Lynnwood is located in a semi—indusérial section of a large
northeastern city. Approa;hing the school's community from the west
moving east on one of the city's maiﬁ arteries, you notice a large
factory employing several thousand{wbrkers, a ball bearing worké, and a

. N4

major bakery. Private homes are hehged in by some of the larger
industrial plants. On most street corners small businesses provide foqod,
entertainment, appliance and automotive repairs_ and services for neigh-
borhood résidents and transientsi Two blocks east of the é%hool is a

[}

meander ing street cutting the city.om a bias which houses a concentration
of small ahd middle sizgd'buginesses. Thége businesses flourish and
decline rapidly, leaving shells of a more prosperous time plainly evident.

The housing pattern‘in this arca_reflects the income levels of its

_ «r

residents. Several streets, including the block that butts perpendicular.
to the southside of the school, are neaf, clean and well kept. These
row houses are freshly painted or renovaféd with aluminum siding. Flower
boxes and small gardens give one street -near the school a pleasant,
comfértable atmospheré. Town watch signs warn neighbors to be 6n-guard
for Yeach others prbperty and personal safety. Other’streets are more
‘scarred showing evidence of neglect and poverty. This is a working-class
blue collar community. Some residents who are employed own homes and
cars. Others leésxfortunate have few or none of those resources.

Most of the residents finished high‘school; approximately offe-third

did not. Some of these drop outs completed ‘their education in G.E.D.

-
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programs. A few parents finished one or two years of college. Most of

the parents we interviewed believed that education is important: "It can

4

lead to a better job, to an easier life." ";3
RN

In those households with two parents it is common for both to

work. The principal of the school couldn't offer a reliable statistic,

- but she'sensed th4t many of the households were headed by Single:parents.

<!

A department chair at Lynnwood recently asked 31 students from a ''top

Coran

section" if they lived with one or two parents. A few children stated

they lived with both pérents. Parental involvement in the school is

limited by their day time work obligations. While individual parents do

come to school when called to discuss their child's behavior or academic

progress, most cannot afford to take the time. Lynnwood like Polisher.
(.

Junior High has found out that large numbers priE?bnts will come to

r the release of their

M

school if the principal makes it a requirement
children's report cards. Report card distribution days also become a day
parents can use to visit teachers and get acquainted with the school's

goals and progrémé. Among the parents we interviewed oﬁinions ranged

P

about the school: "It's as good a school as any in the system' to "If

I could I'd send him to a private school."

.

-

Ceneral Characteristics of the School -

LY

Lynnwood built in 1927 looks like many of the junior high schools
constructed in the twenties. (Polisher, a short ten minute.drive
southwest of Lynnwood is almost a reproduction.)A A well
established story in the schdol district states that -the business manager

during .that era did not believe in individualizing school architecture.
L

~ . 155 L
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Supposedly he had drawn one master plan for each level of school
. organization and hired builders to replicate the model throughout the

/

city. )

Lanwood is a large four story building reflecting a 1920;5 version
of moorish/crusader architecture. On the exterior face sets of rectangu-
lar windows are ffamed by ornamental Gothic afches. Walking up the
steps into the'reception hall wéisg§_§A;9w slung arch that connectls two
stairwells leading to té; second floor trophy display cases. Stepping
off the second floor m;rble hall we see tge more ordinary cement floors
that run throughout the builaing.

The elegant front is deceptive. Lynnwood is a decrepit building: _T

’ t

The walls are devoid of graffiti. Allan Simmons, the principal priof

to its current head, cleaned the walls and fl;ors apd established a code
of respect for property. While some of the building's disfepair can be
blamed on students, most of its problems are functions of age an@ neglect.
Rain comes through a leaky roof on the fourth floor classrooﬁs,‘craoking
plaster and warping floors. The warped floors let the water run thrgugh
to the third floor and so it goes down through the building. The Board
of Education cannot afford to repair the roof. When it rains, several
classes move into the cafeterig/ior instruction. The damage is unsightly,

. . Y
and on rainy days it is demoralizing. The elevators are—frequently out

of order, adding aggravation to the several asthmatic students who climb

¥
the stairs instead. Hand rails are missing in the stairwells. Interior |
o |

window panes are Seldom replaced. The system has two glaziers for the

city's schools. The faculty, students, and administration make the best

use they can of an inefficient neglected physical plant.

- 15¢
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‘\The school was built to hold 1569 étudents (see Table 35, p.l1l48). 1In
1972 the sﬁudéét population peaked at a record 1770 students. The current
school enrolls 1200 students, a decline which reflects the national
trend of declining ;rban school populations. Racial composition of the
student bbdy has been constant since.l970;‘ 99% black, 1% Asian, Hispanic

or whife. Seventy percent of the stgdents are entitled to Title I services.

As student enrollment decliﬁed th;ré haggalso Been a reduction in
teaching staff. On Table 36, p. 149 we note -that in 1972-73 the faculty
comprised seventy-five t%achers. In 1980-81 that number was ;eguced to
60 teachers. The facultf.in 1981~82 includes 65 teachers, 8 non-teaching
assistants, 4 secretaries; 2 vice-principals and,the.prinéipal; Racial
composition of the staff has been adjusted to approxim%te a 60% b}ack
407 white disrribuﬁion. Lynnwood follows the.city\yidé trend of increased
teacher absence. In 1972-73 there was a 7.5% riéé'of faculty absenteeism;
in 1980-81, the rate was 12.8%.

When Simmon; assumed the principaiship at Lynnwodd in 1969, '"The
floors were sé\girtyf one teacher séid, "the Q?ck stuck to your feet as
you walked down the halls.'" The wélls of those halls were etched with
graffiti. Gang activity rampant in the community opened a second‘front
for wagfare inside the sqpool. Most facult? memberé credit Simmoﬁsifor
cﬁrbing vanda}ism, cleaning the walls of gfaffiti and clearing out the
gaﬁgs. fﬁwgeneral, he established a sense of order aﬁd,a reputation that
learniﬁggWas taking place. feachers report that Simmons was a formidéble

man—-"you didn't want to cross him."

He also was respécted as a caring
educator. Students and faculty saw him, early ;j2¥ morning, at the front

157




Table 35
" Pupil Data, 1972-81, Lynnwood Jurior High School

syl

773 7T 197415 197576 197647 1977-18 197879 1979-80 1980-81

4

Category
werage wnber evwolled U0 1L L 16 1w pe Ln o ug 1
Percentage average daily | ; .
attendance 7.4 783 8Ly BL6 &l M4 Al 190 .1
Racial composition: | o - ,
% Black 903 995 9.6 9.5 9.5 9. 99,5 99,2 ° 99.3
% Hispanic - 0.2 - 0.2 0.2 .5 04 03 0l p.Z' 0.3
4 Other 05 03 02 .00 0L D4 0.4 g.ﬁ 0.4
Number retained in Q
grade (June) g7 -9 13 91 o0 1y 1 1l 166
Percentage of pupilgﬁ*,. ,
fron low incone fanilies Wh s skl 6 516 6Ly 8. 03 Tl
Percentage of pupils
scoring in reading b :
§5% ile " S50 10 a0 L0 1.0 50 6.0
50-847 ile R TH U 9,0 30 .0
16-49% ile ' Civen 9.0 3.0 &0 4.0 W0 4.0 G8.0
Below 1 T30 1000 W0 180 0o WO 2L
| I




Table 39

161

42' / Faculty Data, 1972-81, Lynmwood Junior High School
Clegry  7RT) 17T 19075 107576 197670 19%-T8 L9TT9 1979-8) 1980-41
Wil Bttt 19 6 % W W W W W
Number of instruct ional !
S (T I T
Instructional staffv
- with less than 2 years

experience 73 150 00 300 293 8% 62 41 b
Racial composit ion ,

% Black NA 60,6 ; b1.6 637 6L3 6Ll 3L6 333 364

% Hispanic NA 39 34 363 38T 39 B4 46T ALG

& (ther NA 00 000 00 00 00 00 00 00
Rate of absence T1LHOLB DU 746 909 1L LA W& wl

64T
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desk or patrolling the halls. Most days he was the last to leave the
building. He was accessible and visible to anyone. His office was

like a busy intersection where many teachers, students and parents stopped

~

Eo chat.
He handled minute details other principals might delegate. If there

was gang activity in the building he was known to pursue gang members for

as much "as ten blocks into the community." Over his eleven year tenure

.
]

he built close personal relationships with students and faculty. He was
"the papa" and most of the decisions were his. He required weekly faculty
meetings where he exhorted teachers to do better. If you were a member

of "his school family," you felt his warmth, concern and dedication.

-

Some teachers fdund this closeness smothering and infantalizing; they

felt like children under papa's control. While they admired Simmons they-
felt that he did not treat them as professional adults. Some felt that
while he had in. fact made important improvements, he also did much
~covering up of his own and other faculty members shortcomings. "He
played favorites'" one teacher said, and if you were one of them you
prospered.

One of his colleagues, Laura Richardson, the Reading/English
Department éhair, deserved his attention and admirétion. In a significant
way sbé created a department that gained a réputation as one of the best
in the city, and that repptation was supported by student gains on national
testsf She saysd;hat‘when she came to the school in 1967 seventy-one

P

& : : ’
percent of the students scored below the sixteenth percentile in_

reading on the Iowa Test.

162
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In 1973-74 the Califorﬁia Achievement Tests (CAT) were given for the’
first time in the distript. Lynnwoo@ CAT results in peéding'for that
year show a significant drop (347%) in students séoriﬁg below EHeViGth
percentile (see Table 35, p. 148). Since 1975 that n;mber has averaged

around twenty percent. The mean score for students scoring below the 16th

]

pércentile in reading from—l976 to 1961 was 19%. The mean for those
scoring at or above the 50th percentile for thezsame period‘was 347, We
will discuss how Richardson was able to méké these gains when we look at
how she organiied her staff to address thg particular problems.Lynnwood
students presented. TogethéF Simmons aﬁd-Richardson fo;med‘anhaward

winning team which brought distinction and recognition to an- inner city

minority junior high. Outside the Main Officé numerou% plaques attest’

-

to the outstanding achievement of the school on standardized tests in

v

reading -and English. The results in math did. not keep pace, until
recently, a fact we will address when we examine some of "the change

strategies introduced by Simmons replacement. -

»

In 1980 Simmons left Lynnwood to assume‘the leadership .of a high

school. Some*ﬁegchers/”still mourn his leaving"; a few report that he

te .7

still knows what's goingon in the school. For six months after Simmons

left, the school had an interim principal. By February 1981 Ruth Atkins

was appointed principal at Lynnwood. Whét,can be said of this new ,
. ™~ : : -

administrétor's role in instructional leadership? How does this facﬁlpy

perceive the various school leaders in performing tasks that influence

the quality of the instruetional program? -The next section provides a ‘\)

-8

general response to these questions.. ‘ ) ¢ ' )

.w@
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General Perceptions of Instructional Leadership at Lynnwood Junior High

In the introduction we noted that instructional leadership was
assessed through the Sources of Instructional Léadersﬁip (SOIL) instru-
ment. The results of this survey will be summarized according to these
roles: principal, vice-principal, department chair, school-based math __
and reading specialists and teachers.

Téble-37 shows that staff see Atkins as inQolQed in instructional
leadership tasks and responsibilities. She makes a strong conEribution
to leadership in establfshing an academic climate aﬁd in establishing
goals and responsibilitiés. Shé also contributes to leadership in
qbserving and evaluating teaching and in ailnacating resources. Vice-
principals actively contribute to leadership in maintaining an academic
climate, in observing and evaluating teachers, and in'commun;cating an
academic emphasis (see Table 38).

Tn four out of five factofs, department chairs were viewed as
contributing to leadership. Table 39 shows that these factors included
improving instructional materials clarifying the <° .. .ion of instruction,
projecting an academic emphasis and developing coliegial relationships.
School-based math and reading specialists (Table 40) neither\provide nor
contribute to instructional leadership. Teachers, howeQer, contribute
to leadership in developing a lear- = climate, and in relating to the
direction of instruction (Table 41).

Tﬁe summary scores displayed in Table 42 indicate that the principal,
the department heads and the vice—pfincipals werelperceived'as making -~
contritiutions to leadership. But no one rele was seen as providing
leadﬁrship. (See appendix p. fgr‘exrlanation of the validity and

reliability of these scores.)
{84



Table 37

Principal Atkins' Instructional Leadership Profile

Data Source: SOIL

Factor Mean Number

Coordinates and supports

instruction .59
Observes and evaluates teachers 1.19 ..
Establishes an academig climate. 1.33

3

Establishes goals and

responsibilities 1.33
Allocates resources 1.07

Total L6

Provides leadership = 2.0 ~ 1.34
Contributes to leadership = 1.33 - 0167
Neither provides nor ,

contributes to leadership = 0.66 - ¢~
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Table 38 ¢

Lynnwood Vice-Principals'
Instructional Leadership Profile

.

o

Factor Meén Number
Directs and supports instruction .60
Maintains academic climate A 1.15
Improves instruction - .50
Organizes resources .39
Observes and evaluates teachers 1.14
. Communicates academic emphasis .67
Total | 46
Provides leadership = 2.0 - 1.34
Contributes to leadership = 1.33 - 0.67

Neither provides nor
contributes to leadership

0.66 - 0

Data .Source: SOIL

."’
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Table 39

Lynnwood Department Chairs
Instructional Leadership Profile

Factor Mean Number

’

Improves use of instructional

materials ‘ 1.11 /_../‘
Projects an academic emphasis | T3 e

Secures resources ““’//J”/.ag T ‘
Develops collegial relationships .67

Clarifies direction of

instruction o L.24
Total 46
Provides leadership 2.0 - 1.34
Contributes to leadership = 1.33 - 0.67
Neither provides nor N
contributes to leadership = 0.66 - O

(
Data Source: SOIL
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Table 40.

Lynnwood Reading and Math Specialists
Instructional Leadership Profile

-

Factor . Mean Number -
improves instructional materials .32
- Improves instruction ' .21
Supports academic emphasis - .35
DeQelops directioﬁ of instruction 41
Sﬁructu;es program .33

Supports coordination of

instruction 31
Total 46
. Provides leadership =2.0 - 1.34

Contributes to leadership = 1.33 - 0.67
Neither provides nor
contributes to leadership = 0.66 - 0

Data Source: SOIL
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Table él

Lynnwood Teachers
Instructional Leadership Profile

Factor . Mean Number
Develops learning climate . 1.06
Supports colleagues .18
Organizes program " .26

Relates to direction of

instruction .80
Coordinates with colleagues .34
Develops instructional materials 42
Total 46
Provides leadership =.2.0 - 1.34
Contributes to leadership = 1.33 - 0.67
, Neither provides nor
contributes to leadership = 0.66 - 0
Y

Data Source: SOIL

o,
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Table 42

Summary Factor Scores-for
Lynnwood Leadership Roles

Role

LY
Total
Mean Score

’

1. Principal 1.10
2. Vice-principal .74
3. Department head .85
4. School-based reading

- and math specialists .32
5. Teacher .51
Provides leadership 2.0 - 1.34
Contributes to leadership = 1.33 - 0.@7
Neither provides nor '

contributes to leadership = 0.66 - 0
Data Source: SOIL
v
{ -
,/
1 .. . //
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When we examine individual factors for each role we note the following:

1. The principal contributes actively to leadership in establish-
ing goals and responsibilities. She contributes to leadership
in observing and evaluating teachers, and in allocating ——
resources. Her summary factor score, 1.10, is the highest
of the four principals surVeyed. '

2. The vice-principals contribute to leadership in maintaining
an _ademic climate, in observing and evaluating teachers,
and in communicating an acqéemic emphasis.

3. Department chairs contribute to leadership in clarifying. the
direction of instruction, in improving the use of instructional
materials, in projecting an academic emphasis, and in develop-
ing collegial relationaships. Table 42 shows that the mean
summary score for department chairs (.85) is higher than the
vice-principals (.75). R

4. School-based math and reading specialisté neither provide nor
contribute instructional leadership.

5. Lynnwood teachers contribute to instructional leadership in
developing and learning climate and in relating to the
direction “0f instruction.

The principal, vice-principals, department chairs, and teachers
contribute to leadership; none provides leadership. The principal,
however, plays a dominant role. Interéstingly thé department head,
normally a weak role at the junior high, iq this instance is perceived
as making a strong contribution to leadersﬁip. We have established
a égneral picture of instructional leadership at Lynnwood. Now we
‘ will describe in depth how two of these leaders, the principal and
tﬁe English/Reading department chair,can perform their roles in the
context of_daily school operations. ’

Priqgipal Atkins' leadership is marked by themes of transition:

from a family structure within the school to a more impersonal, job

orientation; from a school with one '"premiere department' to a more
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balanced set of standards for all departments; from authority vested in
one of;%ﬁo people to delegated responsibiiities distributed among

several administrators and faculty. To understand how these transitiofs
affected Lynnwood we need to examine tﬁo distinct phasee in the school's
development. First we will describé how the English/Reading Department
was able to make and sustain its gains in student achievement. We will
analyze the leadership characteristics Richardson brought to her task and
the kind of support she received from her staff. While phase one and
phase two 6ver lap, phase twe is cleerly marked by the introduction of
the new principal Atkins. We will examine her new agenda, the resistance
she encountered and the accommodations faculty are making. Finaliy we
will evaluate the merits of her agenda in light of what we know about

school effectiveness.

Phase One: The Development of a Premiere Depa;tment

2:00 p.m. Tuesday afternoon. Tueseay afternoons the school district
allots echools either a thirty or fifty minﬁte block of time for staff
development, faculty or departmental meetings. This particular afternoon
at Lynnwood the %aculty eeparates into depaftmental meetings.

Room.404. A é%oup‘of Englisé/Reading teachers is gathering into
Richardson's .room for staff development. The walls of hef room are
lined with shelves, drawers and cubby holes stuffed with books end
commereially produced materials designed to improve reading. On one wall
the.shelves contain teacher made lessons focused on various skills in

]

‘grammar, usage, phonics, comprehension and writing. Teachers know that

they can find the material they need for thediyr classes in this room.
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The room has a messy lived—~in quality to it. Students willingly spend
‘their lunch hour here to read or play an educational game. Students
and teachers alike feel comfortable asking for help from Richardson or

" another teacher who might also'be in the room. The messy look is decep-
tive; teachers from other.scho&f; who visit this room have called it "a
hall for learning." ’ '

T

The staff deveiopment session ié about to start. ﬂéachers take
their seats and thumb through a folder titled CAT (California Achievement
Test). Inside the' folder théy find an analysis of last year's CAT scores,
a CAT answer form, sample CAT questions on punctuation, lessons for
improving punctuation skills, teacher's test/manual on the CAT, and a
éalendar for scheduling students for the 1982 administration of the test.
Several teachers in this group have wofked with Richardson for more thap
five years. This\§ession.ié "01d hat" to them, but they lisfgn and
participate with apparent interest and concern.

Richardson directs the group to take a time sequence test on

'capitalization and finish within seven minutes. The group uses a replica
of the answer sheet children would use to record their responses when
they take the CAT. One of the researchers takes the test along with
teachers and was amazed at how confusing the reépppse format is. 1In
recording punctuation a child first sees a display of numbers 1 to 40
indicating the line on the test where the punctuation may be required.
Under each numbet are six bubbles each with a choice of punctuation

printed inside the circle. The child darkens his/her choice. WNext the

child looks below, beyond the open space to five rows of bubbles. Each
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row indicates the word placement in.the sentence from‘first to fifth
word. The child darkens the bubble for the.word,he has assigned a
mark of punctuation.

| In the timed sequence the researcher finishes 25 out of the 40
questions. Unfortunately all of his answers are wrong since he only
filled>iﬁ“the‘bubbles for the punctuation marks and. did nét record the
wofd which'required punctuation. ‘' This researcher is not alone in his
chagrin; a few of the more recent teachers less familiar ﬁith the idio--
syncracies of the test format made similar mistakes. The lesson is not
lost on anyone. Richardson makes the necessary point. "They're not
asking the children to punctuate," she.grimaced in disgust, "they're

" - The school district. |

asking them to know how to £Fi11 out the form.
.uses the 1970 form of the CAT; evidently the newer version has a much
simpler response system. But Richardson had no illusions that erI/ing
children in how to fill out the answer sheet would magically raise

scores. "You cannot teach them how to f£fill out the answer sheet before
you have téught them the subject matter. They need refreshing and

drill, drill, drill. Don't say we have nothing to do. Look at their

past CAT sco;es.” Teachers look at last year's scores. ''Now you know
that you need to do refreshers,' she céntinues, "but don't be sohinclu—
sive. Focus on trouble spgfg. Beé selective. Seventy-seven percent of
our school got beginning capitalization right; 95% of the nation got it
right. Loqk-at contractions; we did-poorly. Children did poorly, in
punctuation. Analyze their errors. Make a worksheet focused on improving

)

the areas which they failed. Be sure to ask children to read Ehgif

17¢ )
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's'; so they ignore

sentences out loud first. They don't say final
its meaning. Speech and thought must correl;te. There is something
then that you don't know. What is it? Ask them?. Discuss it with your
students." o

Now shifting the groups attention to the teacher's manual
Richardson re&arks, "Look at the item énalysis of ﬁhé CAT with me.
Notice where the teét gives the greatest concentration and emphasize
those items. ‘For example invspelling emphasize silent letters because .
CAT tests heavily for it."

"Look friends, I'm preaching; but our scores went down a bit. We
can db betfer. Now I want to end with a fable. Once upon a time there
were two schools--School A and School B. Every year they went swimming.
They had swimming test. In both schools they told them what was on the
test--back stroke, side stroké, crawl, and breast stroke. When School A
childfen approached the edge of the pool, their teachers éaid jump in and
good luck. School B arranged several sessions where they demonstrated
ﬁhe various strokes and they observed childreh praéticing the skills

N under their supervision. One day School A visited School B at pool side.
They were horrified. Tﬁey said, '00, Oh, dear me! You are teaching the
test.'" The teachers smiled; but Richardson wanted to be certain they
got the moral. She drove her point home. "If this school is going to
be tested on a skill, you tgach it." The session ends. The lesson,

v  however, would not be lost.

Embedded in tﬁis lesson were a‘perspective on teaching, learning

and a critique of the test. It was also a pep talk, a warm up for
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teachers who had ‘one month remaining to strengthen student skills prior

J

l

to taking the test. Richardson models a productive approach to test

A

.

analysis. She is above all a problem solver; "Her method is scientific.”
If the scores went down, she tries to find out what went wrong. Is it
the test answer sheet or a problem in skill development? "Ask the child

1

about the error,' she urges. "Discuss it with them. Learn from them

how to pin point the problem area. Once you understand the problem,
o / '

break it down into component parts aj?/then teach, teach, teach.

‘Demonstrate, practice and refresh." /Richardson expects teachers to be

spphisticatgq about tests and chi%dren. ‘She érains teachers to. analyze
\ _ / ‘

the test, mééfer its structure, Lts emphases, its content. "There is no
need for so many children to fail,' she asserts. "Analyze the task,
break it down into component Pparts, order thé seque&ce anJ then teach it."

On a differen® occasion Richardson said she didn't believe there
was anything wrong with most students who went to urban schools. "They're
not brain damaged, or something that's wroné with them. They're just
instructionally deprived. Understand?! Richardson believes that
teachers fail students when they don't teach the skills they need to pass
and excel on the’test. When children are instructionally deprived,
teachers have failed to understand the child, understand the skill to be
mastered and find tge appropriate method that will make it possible for
that child to master the skill. Richardson asks teachers to be reflective
about their ﬁersonal capacity to learn and perform. Several of the ‘

newer teachers had trouble filling out the answer sheet accurately. An

exercise like that is shocking and revealing. Lt forces a teacher to

; . . ¢
/
{

178



O

ERIC

Aruitoxt provided by Eic:

165

give the problem a“second look. It stops blaming cycles and motivates

—attention to problem areas.

.

Richardson is an organized, methodical person. She doesn't believe
in miracles, fads or quick cures. She warns teachers not to expect .

improvement on CAT tests usually given in February if they start

rt\aching skills and test taking tactics in December. She reminds her

teachers to plan, organize and pace their teaching so that development

// i

is gradual and over time. The first day of school in’ September/is the ;

. P i

/ time to begin. She knows that §kill development is cumulative that o

,/ pe f_ .

material needs to be presented many times in d;fférent ways. She has

o

éontempt for those Qho say she's teach}ngx?he;tes;; She does not use
actual test mater%als, buﬁ she makés certain that students haLe been
taught the exact skills the test tests. .
Further she insists that the tests yleld useful feedbgck that can
inform and direct futug; instructional decisions. Most schools within
this sytem send their CAT answer sheets immediately after éhe administra-
tion of the test to the central office of research énd‘evaluation ror

marking. Generally.it takes several months to receive the results.

Hence planning_for the new school year might often be unrelated to the.

;
63
N
4
'

CAT scores. Richardson thinks that's an inefficient system, Her solution

is to solve the problem. She and another,_colleague sel et a representa-
: ~ /

tive sample from different levels. They. mark these tests on separaté//

answer sheets before sending them to the central office. She maintains

that they are scrupulous; they don't change student responses. They do

want to get their results fast so that they can begin to plan next years’

K
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work. As_soon as the héﬁa marked tests aré scored, Richardson displays
class rankings on postuvy board zad discusses the results grade by grade
with the faculty. 1In her depa:.ment meetings further analysis focuses
on class and se-tiru performan.e. Irdividual students are identified as
needing help in purticulysy areas fnr the remainder of the year. New

~ grouping patterns are aluc discussed.

From their analysis of grade, section and student performances
the department develops goals for the next school year. Over the summer
Richardéon prepares wvpeciiic lessons by grade-designed to meet the
departmental goals. In ‘he fall sie conducts staff development focusing
on the effective uv.¢ of tie new 1essons.. Teachers share their successeé
and failures in using the lessons. Modifications and additions are ﬁade
as a result of this dialogne.

In the previous example we saw Richardson functior in a direct?ve,.
almgst autouratic style. But her staff reports that she often works
collaborétively. She does not seem locked into one style of leadership.
We offer now an example illustrative of how Richardson approaches
curriculur deve'opment with her staff. Ue will follow this example
threugh to the implementation -stage in claés:ooms.

Richardson and ner staff were alarmed how pooriy Lynnwood students
wrote. The 7th graders couldn't write a simple paragraph. Teachers met

and discussed the issues many times. One session they recalled how they

i
;

were taught to write in school in 7?ﬁ grade. Then they explored the
first time they remember writing af’ home or at school. As one teacher re-

called, ”Copyihg was the biggest tﬁing that we all remembered--we did a lot

178
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of copying. Even when we did composition, we always started with the
teacher's writing samples on the board. Then we would write it. Then
we would get out a thesaurus and we'd change the words aroﬁnd that she’d
underline. 'I want another .word for this; I want another word for that.'
Then she'd leave 5ff a topic sentence the following week and we'd learn
what a topic sentence was ana put it in. Our staff began talking about

j
it and we thought, well, maybe copying is it. La%er we looked at college
texts on composition and we noticed that even in college they give models.
The professor stands up there and says, 'Now this is an example of what
I mean; make yours look something like it.' We began to apply that as or:
of our basic principles of our writing program--that you can't teach
anything to a child unti{ you've shown him what‘iﬁ is-~you just don't

assume that because he can write certuin kinds of sentences that he is

" going to be able to write a letter or an expository composition. I. has

to be broken down and explained step by step."

Teachers implemented their analysis of how writing should be taught

. N :
in the same spirit they approach teaching mechanics and progfreading.
They identify the problem, analyze the task, break down.inta\pomponent
parts; integrate the parts. Teachers who taught seventh grade agreed on
q.parvicular sequence for teaching writi. ;. All teachers taught the
same skil%s within the same time frame—-usually within a month. Then
all classes wefe tested in the cafeteria to check for mastery. Richardson
/ - |

marked the papers and posted the scores by class. This method of

organization was arri ' at consensually. Staff agreed on the skill to

be taught, a standard for mastery and a time frame. Teachers maintain
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that agfeements come after intensive and extensive discussion. Methods
of instruction are at the‘discretion of the individual teacher. Tﬁe
consensus formed a strong bond of family discipline and accountability.-
Occasionally a newer teacher will balk at the imposition of such rigorous
discipline. Richardson related an instance when a newer teacher tried

to test this norm with a veteran teacher. 'Suppose we don't do what she

says?'" "You're goiﬁg to feel mighty cold out there,' the other teacher

predicted. We don't want to imply that this discipline is oppressive;

" that does not seem to be the case. But teachers are pragmatic. In this

school they feel motivated to emulate successful practice.

It is easy to construe a task ahalysis approach as mechanistic.
Richardson would deny that. She'd say--"You mean ordered?" Other teachers
are quick to respond to the challenge. 'We try to find ways of taking
the routine skill and practice it in creative ways.... UWhen we're doing
letter writing or absence and thank you netes we ask students to pretend
they're a character in a fairy tale situation....add drawings. I had
kids actually make things and then write expository essays explaining
how the things were made. One year I had them make youﬂg children's
hooks. We did everything from story writing to book production. But
it{s‘the same thing: it was still structured.” In the spring of each
year this school has a writing fair. Student composition of all sorts
inciﬁding an occasional novel are displayed in the halls. The school
year has 8 rhythm and discipline to it. "The first part of the year we
slap skills into these kids heads until they're sick and tired of it,"

said Richardson. "After the CAT we pick up with literature and wri .ing."

18y
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Richardson has a vision, a technology to support it and a relatively
stable staff of teachers to help her implement. Stability and continuity
have been important elements in her success. A vetersn teacher explainé
how these two elements contributed to the department's success.

When I first came we would lose 75 to 80% of the teachers
every. year. It was a constant turnover. And so you were always
meeting new people and learning to work with new poeple. I think
the department chairman added some stability to that. When she
took over, I guess after two years,we hit a period where we were
highly stable for a period of five or six years and the most stable
department in the school. We might loose one persbn a year,
but rarely. That stability gave us an edge on a lot of the
other departments for several reasons. First of all we were
able to develop some curriculum materials and use them and use
them and use them. We developed them and refined them over the
vears «nd not have to teach someone to use the materials or teach’
someon.: rhe curriculum over and over again. Consequently, I
think the instructional program really improved greatly during’
those periods of stabilivy. It was also, because there was some
srability to che department and because there was some stability
te the curriculum material the teachers knew it and you were
able to progress because you had been here the year befpfe and

su didn't have to start fresh. The students, I think, began

to sece us as stable. We were the people who were always here.
tnich was not true in math and science‘particularly/' So an
English teacher had a kind of an edge on a classroom. That
department was seen as'thdt's where they're people who teach".
in their words because/tﬁey saw you-as always being there.

I think we've had less atability lately, but we've had better
curriculum development because the department chairman is writing
a lot of the materials we use. We've all had an input in the
writing units, or lessons within units and that kind of thing.
So that material is something that we feel we own. And that's
helpful when you're using something that you had some input into
or in some cases you even helped write. '+'s a good feeling.

Urban schools are plagued with instability. Some of the instability
comes from students who live in stressed families; some of it is generated
py the system itself through capricious transfer and lay off policies.

Stereotypes build up about poor minority neighborhoods and their schoolrs.

In these schools faculty instability is often matched by their students.

O
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A few schools mana: oreak a downward trend. Lynnwood may be one of
them. The English/Reading Department under Richardson's leadership
changed the direction of the school away from failure and chaos toward
order and mastery. The factors that contributed to this success were
complex and interdependent. ‘The former principai, Simmons, established
a climate conducive to learning. He repeatedly urged faculty to strive
for higher\student achievement; he cleaned uﬁ the school; he made it a
safe plqce for learning to occur; he gave selected faculty, namely
Richardson, free reign to dgveloﬁ\different educational strategies. But

h¢ was not the instructional leader of the school. Richardson, a

department head, was. The individual strategies Richardson used or

PR - - -

aéQéloﬁéé in and of

themselves are not unusual. Unusual is that they were

t

integrated into a coherent system that was in fact implemented. In - i
|

summarizing this secrion we review the basic elements in her approach.
1. View le.rning/teaching issues from a problem solving
perspective.

2. Develop and rcfine a teaching technology designed to address
basic problems in student aechievement. Develop a consensus
on what is to be done and how it will be accomplished.

3. Supervise carefully the implementation of the program by

providing extensive ¢ aff development and classroc.: monitoring.

4. Visualize through charts and displays student and by extention
teacher performance to help motivate renewed effort and to
focus attention on persistent problem areas or emergcnt ones.

w

Use evaluation results as a basis for setting new goals.

6. Involve teachers collaboratively each step of the way in a

.~ problem solving process; create a sense of team effort and
investment which in turn increases the stability of the
{aculty and the ability to mature in professional competence.

182
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The question remains was Lynnwood an effecfive school? Cbmpared to
the accomplishments of other inner city junior highs in the area of
reading and English, one would have to say Lynnwood was effecékve. While
reading and writing skills are basic, they are not sufficient to help a
child compete for jobs and professions tha& require compeﬁence and
excellence in math and science skills. Those departments among others in
the school Qere in disarray. Goals were unclear, .teacher pergormance
uneven, teachco turn over still préblematic. Atkins, who replaced
Simmons, hés a broader, more comprehensive.view of an effective school.
Her vision, influenced by twenty years of experience as a teacher and
vice-principal at the senior high level, requires higher standards of
performance from teachers «:nd s£@ich S in all departments and all
subjecct ar=zas. Unlike “the prewier. princi al, Atkins sees herself

A
primarily as an instruciior.  i.ader. The curriculum, she asserts, is
her “=¢ prfority.

Atkir - Lroushit a different agenda and style of operating to Lynanéd.

KRS
’

VA

Both rer arenda and her style were problematic and stimulating for this

faculty. %n this section we will examine the rationale for her agenda |

and the kinds of resistance she encountered. We will show that her
style of operutine --hieh displays a more impersomnal job/work perspective
clashed with the family-like affiliations that had previously been

nurtured in the school. We will also explore some evidence of
!

accommodation between Atkins and her staff. Finally we will re-—examine

the question of effectiveness in light of the changes Atkins is making.
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Phase Two: The HfghVSchool as a Model

"If teachers have not taught at the high gchool, they don't under-
stand the end goals of school." Atkins made that statement in an early
interview. It is a revealing statement reflecting her extensive exper-
ience as a high school teacher and administrator. She knows thF demands
the high school makes of students and she insists that juniofwéigh schools
prepare their studéhts to succeed at the next lz2vel. She believes that
a K-12 education should provide a carefully articulated curriculum for
students.

Basic education she asserts, should be like a seanless cloth—-
initiated in elementary school and culminating in high schaol.  She
knows that in reality the cloth.is far from seamless. Sections are
threadbarc, weakening the whole fabriv: designs are started but end
abruptly without ai.m or reason. This seamless cloth is more like a
patchwork lacking coherence, meaning énd integrity (see Educational
Leadersh ip Now. 1y:5). It barely holas together. In her previous
position as a vice-principal in an urban high schoel Atkins tried to
coordinrate the various strande or che curriculum process within a
community. <he fnvolved parents, students and ecdurators representing
the feeder pattern ofhelementary, junior high and scnior bigh schools

~

within onc district. She expected articulation among the three levels
so that teachers might be able to " reduce needless repetition as well
as c-ucational gaps.'' The results were mixed. The experimental group
became better informnd and more sophisticated about the curriculum

development process. But the central office bureaucracy was unwilling
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to support a decentralized effort at curriculum control.

Expanding Academic Offerings

Atkins current agenda at Lynnwood is more modest than her previous
experiment. She wants junior high students ta be able to cope effectively
once they graduate into the senior high., Conditions, procedures, attitudes
extant at the senior high influence the way she shapes the junior high |
program. She examined Twrnnwond's program and found it ingdequate and
unbalanced in emphasis. Some teachers felt that Atkins' examination
was supcrficial, devoid of/éirect consultation from staff. Others were
quick ' > support her findiﬁgs. We will return to this issue when we
discuss how some of Atkins change strategies were implemented.

Lynnwood did have an excellent English/Reading program. But in
significant curricular areas such as math, science and foreign 1anguages,
the course offé}iﬁgs were weak. Algebra I was offered to two or three
secticns per year. Biology was not offered and students could on]y_
choose to take one foreign language--French. Instead of Algebra I
Lynuwood, like many similar urban junior high schools, offered General
Math to most 9th grade students. General Math gives students some
elementary skills in aigpbra, but it~cannot serve as a basis for a strong
academic progsram. By not offering Algebra I iﬁ 9th grade it pr;cludes
the possibili: ~ of taking Algebra II in 10th and trigonometry in lith
grade. Simil..rly Lynnwood did not offer biology in 9th grade, only
general science. Biology is not part of the Board of Education's mandated
curriculum for junior high schools. Atkins petitioned her district

superintendent to introduce biology at Lyunwood cn an experimental basis.

1R85
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If the experiment was successful other junior high schools might be
encouraged to include biology. Introducing biology in 9th grade seemed
especially helpful to Industrial Arts majors who often are required to

take several shop courses simultaneously thereby cutting down their w,

s,
2,

oy

changes to take science courses. If students can be rostered for biélogy
in the 9th grade that opens the possibility %Br them to take chemistry
in 10th o£ 11th grades and perhaps physics in 1llth or 12th grades.
Firthgr Atkins feels that a éolitary foreign language offerinp is too
limiting. A student transferring into Lynnwood who had talen Spanish
in his previous school would be forced to drop Spanish and take French.
Since Spanish has wide utility in the United States and South America,
Atkins argued for a Spanish teacher and won. For the first time in
five years Lynnwood was offering twv foreign languages. The rationale
for expanding the curriculum was based on Atkins' belief that the high
school roster is rigid and the final three year time frame limicts the
choices students can make. Thefefore it is imperative to give students
basic academic courses in 9th grade at the junior high so that choice’
is not foreclosed before they enter high school in 10th grade.

Atkins' argument is symbolic as well as practical. She wants to
upgrade the overall academic standard in the school by'exposing students
to- rigorous math and science courses and diverse foreighrlanguages.‘ She -
is contemptuous of the watered down curricula offered in most inner city
sthoolec which perpetuate a cycle of low expectations and loﬁvachievement.

She hypothesizes that some educators b ieve that low SES students canpot

do rigorous academic coursework. Gradually thne :arses are dropped.
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As a result the school loses the few academic students it has an& becomes
a "dumping ground or holding pénf for those students who are bound for
low level vocational and commercial programs. She believes that subjects
such as algebra, chemistry and biology can né longer be exclusively

of fered to academic track students. She maintains that "these subjects
are required for many careers in high-tech vocations." She believes that
if students do not learn how to master 'necessary prerequisites' in the

junior high they will be excluded from the better high schools. Even

before Atkihs arrived, Lynnwood teachers would counsel students not to
attend the neighborhood high school because it lacked a strong academic
program. Tlat school traditionally has only one section of Algebra II;
in the better high schools most academic students take two years of

algebra.

Structures that Shape Accountability

The introduction of three new academic courses alone will not trans-
form a school. Atkins appreciated the high level of professional
performance achieved by the English/Reading department but she felt
that the rest of ihe school's departments needed focus, upgrading and a
system of accountability. Her str.tegies for achieving these changes
were t6 install in each department basic structures that would promote
greater teacher awareness of curriculum, time used for instruction, 3
student retention of content, instructional effectivenéss and standards
for grading. 1ni§ially she required each department to review Board of
Education mandatecd curriculum guides and then produce course goals and

standardized syllabi. These forimed the basis for the development of
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departmental mid-year and final exams. She requested department chairs
to submit their exams to her for review and approval. By requiriag goals,
syllabi, mid-year and final ecxams, Atkins believed teachars would .be
motivated to pace their instruction acuor iing te previously agreed upon
plans. In some ways the mid-year became a governor which held a depart-
ment cesponsible for teaching within a :ime frame. When a department's
staff analvzed the results of the mid-vear Atkins hoped it would display
what was taught, and how well it was mastered by student's. Based on
this information, teachers could make course corrections in pacing for
the rest of the year.

By requiring each department to prepare a single mid-year exam for
all students, Atkins was expressing the expéctation that teachers would
teach a standardized body of material. Thus students would be less
viinerable to the idiosyncracies, 'pet interests or weaknesses' of
various tcachers. Further, when a department reviewed test results,
Atkins believed thit teachers would notice that some of their colleagues
were more successful in tez” 7~ particular topics while others were
not. Finally she thought tu achers would informally assist each
other in improving instruction. llence the mid-term could be used as an
informal system for accountability and staff development within the
department.,

As soon as syllabi and mid—years were in place Atkins called for a
review of the grading system. She believed that the schoolg grading
system was inappropriate. Again her standard came from the high school.

"Grades have fluctuated," she maintains. “ffigh schools are powerfulj

O
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they don't fluctuate. There should be a continuum. Now it's disjointed.
Educators haven't been given enough direction:r'In the high séaogl you
never get an 'A' if you're absent a lot. Grades are like a pay chegk.

You can't half produce and get a pay check. That's not preparatlen [for
the real world. These students need survival skills." Atkins re mmendéd

that each grade standard from A to E be upgraded. The critical change

-

N
was applied to the standard for passing. Previously a range from 60 to
69 warranted a D. The new standard required a 70 to pa;s.

This standard fér passing took on new dimensibns when later in the

v
school year it was coupled with a change in requirements for promotion.
Formerly students would be promoted if they passed two.majors and twb
minor subjects. This poliéy is commonly used throughout the system.
Atkins recommended that students must pass three majors and one minor
> V////

for promotion. The ;ationale for this change was as follows: most
secondary school students take four major subjects: English, social
studies, math and science. Title I students take reading as a fiftn
major. Under the previous system a student could fail math or English
and still be promoted.J The new standard requires that student'pass at
least one of the basic skill subjects. For Title T students "one of
‘the turee majofs ~assed must be reading.'" This policy has had a
significant impact on the school. Because of this change in June 1982
thei. was o 50% increase in the number of students retained in grade
(¢eo Table 43, p. 178). Retained stﬁdents were advised to attond summer

sciionl: many Z2id. This revised promotion policy has important social and

academic implications for teachers and students. We will discuss this
/ .

’ '1239 |

O

ERIC

Aruitoxt provided by Eic:



178

Table 73

Lynnwood Stuants Retained in Grade
\

Number of Students Humbef of Students

Grade Retained ig 1981 Retained in 1982
§ ) , I

9th 27 V 5"

8th g3 \ ae

7th 73 \
Total 183 \ o 358

!
—r Y -

Data Scurce: School Recorgs
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issue in detail when we contrast Polisher's implementation of a similar

policy with Lynnwood's.

Strengthening the Role of Department Chairs

fxpanded academic coﬁrse offerings, departmentél exams, standardized
syllabi and higher standards %or grading and promotion provides Lynnwood
with basic structures [ur professional accountability. They also reflect
the kinds of demands normally exacted at the high school level. Curricu—
lum content and procedures for moni;o;;ng content as well aslthe
organization of professionai roleé/imitated the high school model. 1In
the'high'school, depértment hgé&s have clearly defined roles. They seldom
teach more than one or twg,éiasses a day. leaving themlavailable time
for supervision, staff gﬁd/curriculum development and department meetings.

/ ‘ .
Departmenf heads, at Ehe High school, foré the instructional cabine’t who
/ v

together with the administration supervise the faculty and set basig
academic pélicy. In contrast, at the junior high level department
chairs sre given token resources to éo a somewhat similar jog. At
Lynnwood, . for example most department chairs teach a full roster of five
classes. They are releag?d two pe?iods per’week for departmental
bﬁsiness, clearly an inéﬂ%ficientlamount of time to do aicoﬁplex job.
fypically the junior high chairmanship is a léw status administrative
job with little time, power or rescurces allocated for iqfluencing
colleagues. A notable exception at Lynnwood is Richardson. Over a
period of 12 years she built a high status department which brought

distinction to the school. Because of her various responsibilities (she

is chair of the English/Reading Departments apé/also testing coordinator)

/// ’
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she was able to, huild- some flexibility into the rostering of her)deﬁhrt-

iy ' U : <
ment. Richardson and one other master teacher are rekfased part of the

~day to. do supervision and co-téaching. No other chair has similgr'
latitude in Ehe\kse'of faculty resources.

Atkins admits that she expects: junior hig@,ghgirs to act l%ﬁé their
'J cbunterparts at<the senior. high. She éees'he{%elf_aé a generalgst and .
’ ~ N . 4 l\' :

she looks to subject chairg for speclal

ized leadership in subject areas..’
. <

~
~.

 . Some chairs enjoy the chgi&enge of being askéd\tq do highly-ggoféssionaiz

taskbr One chair sg;d, "1 like‘hér.ideasl.;<, more like)khe high schoél‘ ‘
"situation. ﬁoreideiegationfto éhe depértment chair. Even%though we'fen
not a:hiéh-school; ;e"don't Wave as much f;exégility;apd fréedom as ‘
\bigh scﬂodl éﬁairApegplé;'weAsbill have Ehat’poéition. Why have thé;

r - ”»

\ position if you don't do something with it." Arsedond.department chair
% ;\; ' - . ’ ‘.

! - rd ) . . N ' .
. said that she was: pyepared to withdraw her request for transfer because

AN

S 1]

.-

‘she "liked Atkd idea of looking toward the high éc \ql for our ~

v

"students.” She agfgpd Wgth the tougher grading system and the need. for

dr 2 .

L ¢ e e o
—closer articul4aticnibetween the three organizational./levels of a K-12 !
school system.” Othér;Hepértﬁent chairs, however, resent the/increased ///

. ey 1. . /‘ .l. . . e
responsibility without sufficient released time to dp_theqjob effectively.

4 ] ; - - . . <. B !
.They also feel Atkins doesnft understand "junior high children, .that her

demands are ‘not age abprqpriapé." o 2 Vs ~
) — \. g . ] ;_ “ . -‘; ‘o
Unlike her predécessér, Atkins holds few fachlty/meetiﬁgs for the,
#hole staff. Rather she requires a weekly“cabinet méeting with departhent

chairs and a weekly meeting with vi%e-principals.. Twice per month chairS“\

4
=

- Sy 2

are'askedfto hold department Eeetings.'.Oncq a monthsa general faculty

I 4

-

.




O

ERIC

Aruitoxt provided by Eic:

4 " -

meeting is scheduled; often this meeting is cancelled. Infrequent
[4 D - .

!

L oy e
.o . N e
/- .

>

-~

tr . . \

general faculty meetings makes some staff feel that AtKins is aloof and -

inacgessible. 'Atkins justifies her need €pr

meetings because she saw that as the appropriate vehidle for uggrading -

-~

the academic prdgram. Several cabinet meetings arnd at least one faculty

frequent cabinet level

, o ro .- . S, , . ..
meeting were/devoted to discussion on school wide goals, feedback on
, " N . o : o
, departmental goals, the new grading system, preparing and evaluating e T
i : : . s . . R R e
. . : . L, . ' : /
mid-year and final exanfs . Since department ‘chairs do not have the A

authorfty to evaluaté teacher performance, Atkins has-delegated that

. v
. LY ¢ L NN ; N
. PR il . . .. . /
resg;ns1b111 to two vice-principals. | \\ .
. h L2 ot 2 t M
1, ‘ .
r ) .
e , o - . : . R
Fadulty Reaction to Change ' v ’ ! ,
r
Ly e ~ r— - ~

A The chanQEs Atkins, instituted were subg

- A - R gv
Most faculty appear to “value her new agendé

¢
. . Looe

,+in May of 1982, fourteen monthd ‘after Atkiqs

rwe "asked the foilowing qnestion: Which stat
e

tantive andistyllstrc '

In a survey we'éonducted
N A - . =
was ‘installed as"principal,

<

-~

ement best descrlbes )

s i 4
4

" your present feellhgs about .your school s’ instructional leadersh1p7

~

—

Thirty—~one percent recorded.”We're makinglreal gairs" and 44% n ted

’

AN )

"Wedre.making'some progress." Seanty—five pergent of the-fach ty '_ Ve

. - b 1 !

|,' 13

~be11eve that the1r school s instructional 1eadarsh1p was mov1ng in a

A .
\progressive direction'(see Table 44,p.182).

’ asklng respondents to rank oraer their prlnc

48 respondents rankedclnstructlonal 1eadersh

~_their principal’ & first priority. -From thes
) L, Lt ¢ . / .

. : ) . . ‘
direction of Atkins ééenda. But fother facul

e twg responses as well.as
- . N 5

intervicw data -it appears that: many of the faculty 'members value the

‘In' a follow-up question (Tdble 45)

1pal\f prlorltles, 43 out\of

ip as the1r per eption of:

il

ty members question orvdisagree

v
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strongly with the manner or'stfle she usedptc‘ihstitute these-changes.
. c’ b
In. Lnterv1ews with teachers and some department chairs the following

' H
'

negative react13ns.recur ”changes are abrupt\y "new - rules come

SVhere, ”we have no input " "thére 5 no d1alogue or real dlscussion, ;
'"i'g not going to buck thatylady,"‘”she doesn t understandJrhe Junior

- h1gh“~there s no‘process' 55 preparatlon for students or teachers. . )

.-

rom M0,

o/‘

.C" .

The lnéxoductlon of algebra is a cass‘ln p01nt. Atkins 1nsistef

P

f that all 9th graders be ?ostered for Algebra I.

-

ﬂamlson, the Math ")

-

‘chair," argued‘that that was 1mpract1cal most of the students do not

have the skllls necessary to do the wOrk He recemmended a gradual\

[} ‘r < - '
‘ approach' start &1th the 1ncom1ng,7th grade clasdyand»polnt them toward A
- s L ~ . 3
\ -
*algebra? cﬁ&mm his perspe%trve/ of tﬁe.350 students in 9th grade sectlons
\ ~ . ~

]
only 79 werOprepared to take algebra. "The rest were nqt algebra

. ¢ : ' : ' Y
material. For most 5? the year Atklns held flrm on her decision. ) By
springJ howeVer, Jamlson had conv1nced Atklns that tﬁree or four sections

4 of'§th grade students coﬁld not\do'algebra.

~ L]

Atkins ' backed dow{_a b1t
“
but felt vindicated by the fact tha{ ”two thirds of\our students are -

- .

taking algebdé: Last year only 2 or 3 classes did?;ﬁ\ f
A seasoped teacher was less sanguine about the final resgltsf Coee
~ > - . . ‘ \ . . 5 .
¢ I -thtak that there's a certain prenlse that Atklns is working
. with which is true. I think it's a firne line; it's, 11ke .

balancing on a tight rope or- something. I thlnk she's.- right

RS in saying’ that very .oftén we expect too 1ittle. At the same

o time, I think, in some waysgher ekpectations’ might be too high,
too. So, it has -to balance somewhere betwegn those‘two extremes.
1 think part of.it would come from having knowlédge of learning.

ERI
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¢ process. Because if
~gou know where the students
. expect’ng. So, you know if
‘not expecting e¢npugh or not
kind of learning to balance

.
- . t

§ou know what" the leagnlng process is,

are, and you know what you're
they..

"then

.you don't have to worrydabout

expecting too much, cause you rE‘

23

RN

it by taking evetythinENapart
T =N .



t
.

'
»
Ao

§

l N ' ’ ' ‘ . -y
+ So’ you can t,Just go in® and make a blanket statement and say,
because,We never gave them algebra they'ﬂl hevrr learn to do  #
- dit,  Well, Lwe may g1ve them algebra, and they 'l gtill not 1earn
N , to do ic.” . . QL

v . ' : v . .

** This teather is saying, along yith-EJménds g;979) that high expectations

are neéessary but‘they ate not' sufficienty to produce 1éarning. He -

. b . N 3 , -

{
f’\\would v01d e1ther/or decigions such as.o\igl students must take ¢ clgebra.

LN l Ve “;.\ & , L]

These students can't do a}gebra, glve them eneral Math He suggests S

o

that there 1é 4 subtile, de%elopmental procesé\\hat 7Eeds to occur: .

i ‘\Z , . , Z -..
Reach for hlgebra; preﬁare for it. B 1f student can t master it be -
_{’_ ~ . N )
sure they can do basic math skills. 'As a teadher he prefers to view -
) g Y o« .8 .-..‘J.

learnlng in gradual ;ncremental steps leadlng to the" h1ghest goal a o

¢ o *

. . Lo . TN
ostudent‘can‘reach. , . ™~ Y ° ' . o T

BN , - Lo N
G Atklns;VLews the’ acgdemic progra  from ah administrator's stanceln
. ( L . ’ ° '-"|‘~

She reasons .this school has‘low exﬁbét tions,. for students‘taklng math.,

I

o~

. N ve ’ » v '—_(...l' 5, .)' I .
. ”She makes an: adm1n1strat1ve de01910h ‘to shoot for the top T UIn shoot1ng N
o . : ’o RN foe .

", "ﬁor the top,' a dpeartment ‘chalr explalned /1you 11. af least\hlt the, -

- - . &,-_ -,

. \ -
middle. /if you shoot for the middle 4h’yo,l 11 hit toward the’ bottom._'

Atklng de01s10n to roster all 9th‘grade students‘(350) for aléebra was
. -

\

<

|

-3 . .

'catego}hcal. There was l;ttle proeess or dzscuss1ﬁp;q She listened’to

£, - . ;7 oo ‘
comp laints, but-"hung tod;h" for'several months and then yielded somewhat

wheu the fac%g were 1nd1sputable Many of Ktkins' decisions_ appear to a&
w .

follow a si)flar pattern. She decldes that there shou]d Pé a change Off

some sort. fShe brlngs'it up for-limited discussion in her'tabln&t

-y ) /\ . AN e
‘meeting.’ She.listens to debate, makes few ompromlses,;and then 1ssue§v !
’ . Coo . - Y s,
an order. She knows’ that/it may . take aqother year or tWO'tO work out

- . . ' v

implementation prdblems, but she seems wifling to risk student andi
r 1 . 4 - »

| Sooto97 . v o

N

O
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* “faculty displeasure to establigh her direction. She says that sue is .
. N * . - '.
s, X - . - N . . / oy

not ‘cut off from facuylty inflﬁence oq feedback:\ She will "back into
. < - \ 7Y s N

. @

thlngs, or "kack down, or work democratlcally

3 ’

"

Ano ther’ kind of compla1nb~we heard focused on the Vlsibility of the »

. t .. f‘ .
principal In our intervieff some faculty members said they seldom saw, «
. '/L . . P , , o . . \
Atkins. V151b111ty of the pr1nc1pal 1s a Serious concern for faculty

-

When=a pr1nc1pal is vmelble it 1mplles that he. or she is committed to
[ Co r

‘the school and its program: We asked.two questlons in our gurvey to T
“4 . . . . ,’ '-“t . r.

. - a

7

-
¢

,asseéh teachef:perception 2% the principal's uiadb;lityf JThé first'
§r"l'question adkeg,staff to recall the number of.times per day, they saw’the
. hrincipal.ﬁonitor studeht behavihr in the hail;.and gafeteria:last,year’

(see Table 46» p.l87)t The second‘qusticn asged a.teacher to éndica%eﬁokt-

«

‘ <4
the qumher of times the principal v151ted thelr classreem to observe

: . N .-
them.teachlng (see Tanle 48, p.189). We discuss faculty perceptlon . -

-t

-

regardina the‘pridcipal'§'hallxmonitortng)first'(Table 46) . f i .
_____ 3 If we’éombine,dhe &Qp.two,responbestwe n;te:that+§3.of;%he 46' : o
respondents%or 70A‘of Lhem felt they q;w the pr1nc1pal tno or mor;J )
N L . “ . . P
t1mes per day mon1tor1ng studbént behav1or. Alnost half!of the yespondents .

. 1 :
felt Atkins was V151blf 4+ times per day. Thﬁ%? survey findings were
o . : . ’
! also corroborated by direct observations oj the researchérs. we U

"
\

observed . Atklns op 11 half and 7 &ul} working days During our £ 11" -

-t 1

* day observations we recorded that on 5 out of 7 days she nade least
v r

<. . ' g

two tours of the buildigg (see Table 47, p.188). | .

- ¢ h -

What then accounte‘fofh;omq>bf the'reactions we heard from faculty {\\
. ) N .
~cpmplaining that the principal was not visiblé? ‘One explanation might

- . o i o ~ ’ . "

[d

vt ' ‘ ‘ P
- L .
' i .. .

S
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: ‘ Numbe% df Tlmes Principal Atkins SV
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, . wy v ‘ . ., 7’
~ ." N . 3 s : a d
. cix A .“ . R n:
T qmber of Times Dall PN -
_ ?rlnc1pa1 MOQltdrS -Number N, T
"~ Hall, Cafetleria Behavior~ Respondlng * . _Percentage
"' . o r . RN 4' . ) ~( . ~ . . ) .
) " 4 or more =~~~ ' . 21+ .. 4 .. 4565
. ‘ ) 5 o I . " v U
ae o Les 20T3, . . . Por 23,91
[ S -t .
.. . 1 , 2 4.35
- / . < :" \' . : ‘
A o e, " T v , 2.17
3 . v ) oy L] & - ! 9 .h .
v ~w 0 . . . . P . . . N
Uncertain . - 11 -, E 23.91
- S - ’ . o v - . n
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W . o : G : Lo [ ) N
p . Rk - "\"s,. .. ’ N . . : = /- l" . - "
N o ' . Core ¥ - ) 2 ’
~ BTy SRR v,/ : £
] . B = . '. E . . - , ¥ .
. . be found in conarastrmg/tbe previous pnln01pal s work day w1th Atkins
t“.a .
. - T ‘»\ t
\Slmmbns Was'widely admrred fbr the long hours Ee worked @e,was the
R AN i R N N\
L//finst person in(ehe school%and often the lastfto leave '.HE—spenE Ehose ,
"J / H 2 = . PR
( before and after school” hours, tour1ng the halls, of greeting and_chatfing
. ) ! ) k ! ¥
{ ‘w1th teachers and students at th% frontudeSk._ Atkiggénin.contrast . s
. seldomLaEpears before g:30. a.m.; aftef a brief jtqur of the “school yard n
. : .ow . L.y Nt
- L & 1 b o
:\ | at dismissal time she leaves the” bulldlng»area. When»a teacher asked .
. Ce . , .
" Atkins why}she wask/ot in sehool earller, her' response sﬁpposedly<uas- g
’ /) * -
”If students are not here, there s no need for me to be here." Atkins. )
- S : o . : - - Ry 4
- Y does seem}to be v1s1bbe durlng the schodl day but a faculty aCCuStomed
~—~._ to a more perspnal, famlly llke)touch m1ssed seeing their pr1ncipa£\at
- R
. pre and posu school hours The extrallnvestment of personal time by
e - .. '\w-; . . ‘- N \\‘
ftheir pr1nc1pal geemed ?? symbollze a sense of commitmengyabove andk
Do : ~/‘ o )
,ﬁ) beyond the jOb R e T . L " . ‘
. v i b -

. . An in01dent related to u by several different sources may sefve to
N ._ ’ “ & ‘
) characterlze tifis -bagic shift

IIN

n or1entatlon from,a familial structure

Al _ e h /) - .

r to a moro7impersonal, corporate view the JOb One version of the story
< .

. states the event this way. ﬁ/facul%y Qember.said to Atkins, "

. ) J
\ of people want you to be mama now. Atkins'*response (according to this
> ¥ .

.. ) ’ of
source) was, These peoplevare‘runnlng up 30 40 50 years old they
! “ v
better learn to be«1n that situation,: Blg daddy is gone."
/ An addltlonal dimenslon to the 48sue qf a pr1nc1pal 5 vis1bllity

'

op @ 1ot

"

¢
} 9

LI

in a‘school felated to his or her ability to visit glassrooms for obser—
u - N

. vation purposes (see Table 48, p. 189). Numer0us researchers note that
: - ) ) ) i

’ ~. w “ N

. effective printipals in elementary schodls make frequent-v1sits 7
) ce ’ . .
P o . \
y c oyt ST . } B -t '
. - L% S . P :’\ P ~ .
- Loy i ' 2 U Voo 4 N -
3 . ' N ‘ . . . \J
; N .
P : ‘ : 7L
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F\ . P ‘/."'_ ¢ . . . ) . ~ N ,
~. (Edmdnds, . 1979;:Venesky and Winfield, 1979; BYOOkov%(E%nq Lezotte,

’ .

119773 and Weber,. L97l) D L B
Forty-flve pércent of‘The respondents be11eve that Atkrns made.no ~ \
L . " ’-w
b
-+ classroom visits to @bserve. .In our seven full day observations of- the
N . » . "

i v

pr1ncxpal we saw her make one, J0~m1nute observat;on. /Nhen she made

' tours ,»9@ bu11d1ng (on 5+ out of 7 full day observations) she often
\ v
made spot cherks in cIassrooms Spot checks were frequendi; d1rected .at- . .
R

-
t

/ - ’

.substitute teachers. Since these teachers are _ran51ent the 6r1ncipal -V

.
4

wanbed-to make the substittte and_thelclass aware the learning was "

expected that day Interviews‘with faculty indicated that it was’ oo, 4

. . w . - . .,i‘
unusual to‘be observed ence a, year and not uricommon to be observed once -
) : . ) . . _ < B .
'every S.or'lO years by the previoqs principal. - -\ 5 5?
R . ro A : M ' \ ce T
. B ) - ~

We got 4 somewhat better response when we surveyed facult
got, & s P I cveyec y

. .
-— .

" reactions to the frequency vice principals observe (sed Table'49, p.l92y“

It is .a commop practlce for prfn01pals to delegate observatlon of » = -

- - k
- /

,instrnction to vice—prineipals. But as the survey response shoWs the1r .
- ' : A : : \ . . :
observations are not frequent.: We asked Atki#s for'a record listing
. N . : . Lot .. . ‘ . : A

¢

. : 5 e . % - ’
the daggs teacher observations were performed., In analyzrng'thev .
. ! . * \ > .

per o. from October 1980 "through February 1982 we found that-a total of

. ) ~ ) . ] ~':,\\ ) ) b) ,

35 observations were conducted. {Mote Atkins assumed-the ptincipalship ~

. . . : v B . '\ ' .

n “ebruary 1981). Of the 35 observations most were conducted by

. . . ¢ R e s ¥ K M
vice-principals.. - . . . d e, e Ty

v

In an early imtervieﬁ with Atkins she tpld us on a Monday,mgrning

. .

> J 2
_ that she had marked the. word observatlon in large red letters “oh her

' r . 0y t
v calendar.l Later that week we were told that she was not able to do any

\7 ) \
. 4 D] o~ - -
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y - : / Table 49
. Number of Times Lynnwood Vice-Principals
" Observed Classroom Last Year
. . 7
'\' o . J" . _ ’ ,
~  Number of Times Teacher : Number _
Reports Being Observed Last. Year Responding Percentage
More than 3. 'v;. __ -3 :’w - 7.69
. . Ky . i '
2 . \ 10 ~ » 25.64
L L 18 ' 46.15
¥ 0 ; .8 ~ 20.51
B C v
! . 3 S
Total _ 39 . B
S L
Data Sourée: Additional Information Survey
i -0 - o .
ﬂ -
.
¢ i ;‘\
e ) )
. . T ' .
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o , : A Taple Sd T : L
' i '  “l (- ' . ®
' S Comparison by Grade of Lynnwood's Achieveﬁent Scores

S ' California Achievement Tests, 1970 Editiod |
S L S : .
% _ e | T . 4

\ 4

16th Percentile .'“ 16th to'49th - ‘At or Abote 50th Percentile

Read . Math ki@m@e Read Math me%d .Read © Math Jm@%e
Total  Total Total Total - Total "Tota%/ Total  Total *  Total

Crade 7 L o o ' : v
1960 20 3l 17 k5 Gt A N IR L o 50° “
 Grade § - ‘ o " L
B T ow . % Uee s W% onm @
\ o : A; ', : ﬁ ' -'.
Grade 9- | s S
g - u 21 N4 56 0 NA A 22 N/A
| . e o
 Data Source: Office of Research & Evaluation
i ) \ \
J | " ¥
/‘8 p ) 1 '
s n
20@ TH
\ C
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- » . T A
9 . I
~

observations that‘week. When we remarked that in a neighboring ‘middle
PN . r ; . A
\ . .
size suburban school district, administrators are required to do 100 ob-
% . : A : N ~ . . -

. .servations per year Atkinslreplieé; VTQat would not be an honest gbal,for
ra . ’ * R

. this system. Theyf(suburban district) do not deal with the kinQS'of
. ) g o ‘ _ | ‘ A
pressures we, deal with." We agree with\Atkins that urban principals often

work under_stressful and at times awful conditions# But it is equally true
that the norm éithin this system to conduct érequent obseryations“is N
poorly-established.' T r

/.

] “ ~
AY P

ly. The

\

‘ el . .
Lynnwobd is in a period of tramsition. Change has come s!?

full impact or}import'or these change§ is yet to unfold. The school seems

w -
to be losing some of its former characteristics We cannot say defin-

itively how these ehanges aﬁfect student achievement gainsg;- although
P . : . 1Y
. * f
scores on the 1982 CAT in some areas showed improvement..
- ) ' : N\ ‘ _ .
Looking at Table 50 which traces progress of an entering 7th grade

3 3 ‘ ’
through a 9th grade we see fluctuatiqn in scores between years. In both

reading and math note a reduction between 8th and{ 9th grades of the. number

of students scroing below the 16th percentile and a small increase of
studenfs .Seoring at or above the 50th perCentile. Lynnwood s Leading /
» scores rank the h1ghest out .of a sample of ll inner city junior high schools
w1th comparabie concTntratlons (60% jr more) oﬁ/Title I eligible students/
But they do not meetTa standard for school. efﬁFctiveness established by {/f
Venezsky andéW1nf1eld (1979) and W1nf1eld (1962) . In two studies they ;

/ o N

def1ned effective élementary schools as ".. those urban and low SES schools

I

which had%-O%,or more of étudents at each ggade level reading at oy above
. . . . 4 .
. "/\' ' . / A
national nor sxon standardized achievement tests." We did not f£ind a
| .

f

. -

-, . .
convincing explanation for this discrepancy Richardson and her stéff;

o /. 20’ | :




P . . . S
> .L . ,'

;offer the following ae_a partial expiahatgeni The§.c1aim*that higher
ab&lity Gtaeents from at le;;t two of,the five feeder_schSZIS are g
recruited for'desegregateﬂ.§Chools. The 15;5 of these étudente,:fa9€1§y
:befieves, affects!Lynnwood's,capacity}to increaee percentages at the

fAi;upper.achievement leveis. o o | ‘ R ’
N :
‘?H§ asked Richardson why she was able.tq;get aldost /
Vi : )

¢

v

' scofﬁng at the 50th pércentile‘in language in 7th and 8th ‘grade

averaée of enly 30%'from.1980 to 1982 met that standard in ad'ing. Her
. » . 3 . .
response was : "Teaching language usage is relatively easy. Our struc-

> ..

i tqred writing p£pgram paid off. But reading comprehension requires more
ccmplex cognltlve skills, and is more difficult to teach."

-~
2 b

' . The math rmprovement*ls new. .-The mean score from 1974 through 1980

.,

“»>

for students achiebing’at or above the 50th percentile was 137%. _,The sudden
- . ’ - ” ] "‘ ' ’ ’ v . r
ihcrease in 8th grade math scores for I982 may be a fluke event, but it

may be attributable t& a host of factors related to Atkins administration:
- N 47 ’ : . ] X .

" more attention from administration; frequent classtoom visits and depart- .
- . n Y
¢
ment meeting by a’vice-principal who is a former math teacher, intense
R T o .
departmental discussion of objectives and teaching strategies, energetfb

©

s

new department heal and ﬁncreased étability of the staff. This Tast
point i3 a- factor we dlscussed in rlgatlon to the sdccess of the Engllsh/

&

Re§§ing Department may be crucial. Atklns had the opportunlty to replace \
three long té&rm substitutes with three certified math teachers. She

7 <

elécted to keep the substitutes. She reasoned that the substitutes had

worked"jPlLynnwood for- two consé€cutive wyears; they knew the students and
_ . : 7

f‘ L]

~ 0] e 0] -‘.
they were responding to supervision, : : )

RCE -, 208 ;o

O
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- - ;. . co ' ' \JE
™ Summary Observatlogs . . SR
N ¥ a . . R

- ’ 9 4 . . ' . .
We have presented Atklns agenda for change, noting that,her guiding
model is the high school--its programs, expectations, and organlzational
. " e A
,strucﬁures. If force-fltting a Junlor high into a high ‘schodl mold =

Lynnwodd seems to haVe lost some’ of .its supportive cllmate for children
] . v. :
:in transition;'in r turn, however, they may gain a stronger sense qﬁ )
vaduit realitiesé noted .a basic. shift in style oﬁ Igadership and i
structure of'organizatiOn as a result oftﬁpﬁins"administration: from

©

i

.a famllial structure to one ‘emphasizing delegation and differentlation of

~—

respons1b111ty, demands for higher performance staaﬁards school—wide,,a“

L]:']:' . ' . . ’ ¥ '»‘ - >
caring but d1stant work climate. ) _ . —
: . - " i ’ . /
The balance of power and authority is also shifting at |Lynnwood.
. -, . . M o it
, Vhen Simmons was principal a tight pact existed between him and_Richardson

roo- ) ) [ { i

and her staff to raise reading scores.. " Their sch@sE\isgsolid and.

- - - - ) I -
continues to affect students positively under " the new administration.
= r{ . . ) oo o

The new p incipal, however, wants to broaden the base of excellence

and respons1b111ty tJ include moré, if ‘not all departments. That shift '

.

created a tempprary feellng of loss of 1nfluence op the part of the > b‘

4 \

Readlng/Engllsh Department, but it also helped empower others. We can :

dlagram the change in relatlonshlp in this manner. : .
6 Y - . '

—~ | S S }

Simmons ' ) Atkids . . “

L ’ - -
%
Richardson Department Vice-Principals
. . . s . Chairs ' )
- - ) ¢ A : o ’ v ' ’ }
[ o ) /“ - . 3
| - 200 - . \
— . . -

ERIC ' : I

Aruitoxt provided by Eic:



A N T . . oot
L \ z N - 197
Ed . f W . ' ) e
. ) .

» [

These diagrams are£Etheme representétions of the situation. Note that
! » ' . ‘\‘. . BN
in AtKins diagrém the faculty is not represented. Atk’ns, unlike Simmons,
’ e - ) N
does not feel the heed to meet often with, the faculty. She prefers more
. ) ) .
frequent and regular communication at the cabihetfana{Vice—principal
meetings. Her limited accessibility to the totaI/faculty may prove
problematic, in the future. ™G, S ' - »

. . s . 3

f?he-eféfe signs of progreés at Lynnwqu. Under, Simmons administta—,

|

tion the '‘bedrock-conditions for achievement were establighed--a clean,
4 . . . v H .

.

orderly school ready. for {earning. Richardson and hé{ staff deyelqped

a tested technology that made itjbossible for a lérge%\QSmber of students
' to master the basic skills in Reading and English. Richar@éon's role

. ” N
N . . . ér N - “ N
provides an important example at_ a time when so much emphasis is placed
. /

o h
on the need for the principal to act ad the instructional .leader. Her

»

‘example shows that a school can make major gains through the'effort of a:
) M . . -~ . .
: - s

skilled department chair éndietaff. While Simmons was a supportive S
o _ : ) . i .

- ’ ~ « . « ' s . .
' principal he'was not an 1n£truct10nal leader. Every‘pr1n01pel c'an, not .
5 .

be an instructional leader. The alllance between Rlchar ison and Simmons

e

li one - of many typeb of productlve profe551onal relatlonshlps. But this

case study makes an addltlonal p01nt w1th~the 1ntroduct10n of a prlnc1pal
n ‘. ! ' .
\ -

who vieWs-herself as the in?tructional leader. Previouély Lynnwood was

éffective in only one department. LWhilé Richardson. did influence other
. N - . | v
o .
. departments it was-impossibl ‘for 'her. to supery 1se and dlrect them. That

4

’ij-reﬁuires«a higher level of line authority. The pr1n01pal has the . :

.

ultimate responsibility for the’ school as’ a. whole. When the prihcipal'

is the instructional leader, the poteﬁQ}al for generalized effectiveness

A I . .
N e e

/ \ ‘ . ' - - Ve
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_a?ross departments may inctease.

N : & K
N

But we do not want to overstate our case. When we concluded ou(\\

-

study in June 1982, Atklns hadwbeen prlnclpal at Lynnwood for LS months

-,

l .-

- Some of her successes may be due to’%n Hawthorne affect of a new admini—
/7 ———

. stration. We might get.a_truer sense of her actual acgomplishments if we:

examined student and staff performance at the end of Atkins'.third year

~.
4

in office. Further it can be argued that Atkins' "corporate style"

i ' k - - . . P} - ‘.. - Y
attempts to make all the department chairs 1ike Richardson.' Most of the
. 1 . . .(
’ * . - - * ¥ .' . ) - . v
department'cﬁhirsyappear motivated to take on more responsibility. But
,gj‘/w (O ' '

- ’

. , b
they are hdmpéred by not'having released time to do pupervisiOn and “
i ‘ ot . ; o

vy

curriculum development.. Alsd Rfchardson sets a high stanFard ‘as’ an
. 3 4 ] ‘u

instruetional leader. Onezeﬁergetic_department chair confided that he

. 2 N > - )
thought it would take 5 or 10 ;ears before he could match Rlchardson s

) , . «rra Cort

) . . a
. : ) o1
expertﬁfe. o« . : Voo RN

- Fl . . .

Atkins 1s capable of leadlng ;- She has ideas about curriculum,

et - . . -
. .

instruction and how they relate to the needs of m1nor1t¥ students. -She

.can be forceful and decisive., SheJCanealéo be harsh, distant and a%rupt.

We have seen some of thesevweaknesses softened and adjusted by her
w1111ngness to negotlate a p01nt or decidion.. ﬁereadjuétment of the
. i .
requlrement that all 9th graders take al;ebra ‘is a case in polnt.
Finally we.suapect that Atkins' ab111ty to moderate eer Personal style of -
interaction wiil affectihet capae#ty\te lead anﬂ,influencenher staff. /
. , :

B & o ' ) z

. . /

4¢
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- _ 7lisher Juniqr High School .
. . ) ‘\ 3
_ - ' \ ’ ” i o \
Descrigtjon"of the ngmupit§‘ ; : .
. M o~ . : 4 . .
, Polisher Junior High is located in the north central sectipn of" a ¥ \

RN

4
mﬁjor urban city. One’of its great,assets iz a la£§e sprawling'park
®

west ,of the school. .Houses fac1ng the_park diaplay ornate facades, %Ee

:
¥

were elegant now boarded over and Jgfaced £ If %e tour the‘neighborhood

in a five block Tadius, we see sharp contrasts.’ Tree‘lined sbreets-with

a * -

N Al B . °
'neat}y kept gardens back up against blocks where houses are gutted or

razed. Few businesses remain. For many years a supermarket chain located

A
\ -
its central offices on the maln street of thlS nelghborhood Five years

.
ago the eompany went bankrupt.’ Vandalism and fires have strkpped the o _.{

.

. -3 -
five story building down to its steel gi:defs——a stark remihder of the
of fices and supply rooms which once pfOVided jobs, fot residents in this

c§§munity. Across the street stands Marshall Vocational-Tec¢hnical High
. s R . . . ) - B .
%chd%l. Polisher students and their parente‘often.refer to Marshall as

<3

’ ; ) . ) .- . ) ‘.’b .
‘a first rate school. Entrance requirements are’stringent. Some of

AY
a

Polisher's better.students are accepted.

e

Closer. to the Polisher school building we observe store front churches.
L~ . -

L}

° -

Like tabernacles they open, close and move on without long term commit-
: L . ‘ [ S o
ments to a location. Other churches are more permanent and stable. '

[

° ) “ ( .t
. . . 3 - y .
_Their structures massive and spacious can.serve several hundred families.
. . . 5 . N ,
Several churches show over their main entrances the superimposition of

Christian symbols'over Hebrew ones. Thirty, years ago this neighborhood

a
s

was densely populg?%d by Jews. , As i)larger'number.of blacks moved t;éb

. the area Jews left. ' - . L /
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. a'
Some people if.this community live in abject poverty. ahe large

e \ e

F

towers of the’ Arnold Khox public housing project keep ap uneasy watch f_ >

2 ) v- o
over’marginal existences. HOUSing PfojeCtS are/qftorious for their
. y o : |

e
abundance of crime, rats and drugs. This one'fs no exteption. Project;

A“

/children have attended Polisher for the 1ast 25 years One teacher .
g Lo . ‘
~a., ' .
.\thinks these children have loéer abilities than mpst who attend the a
, ~ K . - *
e . - : . )
school. \ . . : e . N -

A} . L
«l ‘Y ‘..‘

\-, We noted that this neighborhood is marked by contrasts.- Aldng‘
v . . ¢
" another#main street we see a modern community medicalwserv1ces building
\

¥ . e T .

+ «. One Sige of tth/gorner building is.covered with a dramatic mural’showing ;
% » ni
the city S skyline._ At the highest polnt in. mhe mural stands a statue
{, . Lo
of the mural are four small black children holdlng hands. Diaggnally Ao

N -

.of the city s\foundingf%atVer. "Looking up at the &tatue from the bottom

across the street from the medical center is'the ‘home of an Afro—American
cultural center. Its external wall leo displays. a ﬁainting, this time-

. ) ' : ¢
reminding the community/of 1ts African heritage. We see an 1mper1al

.

black woman dressedlin regal clothes looking off on to a distant plain.
‘ . B B
o

The two murals tell part of this community's stqry. Blacks are seen \
. . ‘ ~ " , C'; .
living on two continents.’ In Africa blacks were k1ngs ‘and queens; rulers‘

v

.of empires. And{in America-igey are locked into inner city neighborhoods,
&

“—3Ffteh the wards of the city or state looking up for helpJ

a &
T g

While some appear’.helpless in this neighborhood\\othéis are = o
s\ -

knowledgeable about self help and commgpity organization. The block is

1

._the key sub unit of community. gNeighborsﬂhave learned how to help them-
. e - @ -
.Q s . A B L]
selves by banning together "to get things done in the community". In
o T 6 T

il
e
2>

A .o £?1.3 : TP
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.

. : 5 ' o . L .
summary, the Polisher commupity is typical of inner city:ghettos.. Most
. . ‘ Y

"

- ) / , .
. are poor, unemployed and'live\dggzz difficult circumstances:. Those - °

few who have maékepaﬁle skillélfind steady employment, which permits ~
- » . - . . ';.‘ - .
them to build more middle class lives. ’ o -

i 4 i-‘" T L . . ’ | f

/
- e Lo . . ,
: . . w . - ‘ < '
Generél“Characteristics of the~SChool '
« Lo ,’ ° oo o R '.\.
S Pollsher llke Lynnwood was built 'in 1927 The main entrance similar

~

‘in design to Lynnwood is dlstlngulshed by a large 51gn hung from the . ‘

L _ : . ) : .
edge,of the central hall arch. It reads: Polisher--The A?ademlcs Plus_
! . ‘ \4
" School. Academics Pluys Céf) is the label this sdhool uses to describe

. - . N &
\ . . \ \ _ . ) K] e« . .
a network of .contractual agreements betyeen parents, students, teachers

-~

Y . ) . v . . . . )
and administrators regarding discipline,'dfess codes, academic expectaw

. ~ w" 4

Itlons a}?‘standards for promotion.. A+ ‘is 4dn. effort to moblllze cgncern,
f.
° -/,‘ : i

interest and commitment ‘from the entlre eommunlty 1n prov1d1ng ,an.
g ' o
effectlve 1nstruct10nal prograq * Later in this regof&mwe will-discuss,~

.

'y . 7 o Ty
A+ in greater deta11 ) R " . v '
R ™S ’ .- 4 ) " : . :

o Polisher was built to Ho d 1380 students. At present the school
contains 1348 students. The building- suffers from.disreﬁéir and n€glect

.

common to many inner city schools. Plaster is cracked ‘from persistept
L : . »

water leaks. - Water‘damége was so severe in the girls and boys gyms that
the wooden fleor buckled making. the Eurface"hazérdouﬁ for athletic -
. - K . . : . - e

activity: After months of bureéucratigﬁdelay the Board of Education )

-

aﬁreed to replace the. gym floors.» The heating systehiis also unreliable:’
» 3 . '
s,

In sections of the buildirng it is difficult to balance the heat. As a
: 2 . . 7 -

[ ~ .
result ;some rooms are so cold they cannot be used, while other rooms are

P ; Y
. .

too- hot fonrcomfort. The custodial -staff has a hard time keeg}ng'up with_/

. - s

-
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o \\ " Table 51 Lo <
! ' . vt ‘ ' ¢ \ L, )
; - Pupil Data, 1972-81;:Polisher Junfor'Hingéchool
! '.f' —' ' ‘ o . i W d’\) |
Category - 1972-13 1973 74b 197+-75 1975-76 1976-77 1977-76- 1978-79. 1979 80 1980-81

‘(— ' I" y | L -T‘\"
' i

" hverage nunber enrolled 1462 1462 \1481 1379 1366 129@ e368 | 1325 1348

y . g ‘ o
Ee{Lentage average da y eq’//’ | | . A
 dttendance - 87 '8, 9' 8.3 8.3 8.8 B B
" Ractal composition ‘ -
o T Black 99.5 991 999 99T 9%.6 99,7 9.7 " %] n99 8
} Hispanc 61,00 00 03 0l 02 Ok, 03 0
* 1 Other 04 08 0l 00 01 0l 0L 0.0 O
Number retai%ed<inv , } " ! - X "
grade (June) LB bW 80 5 B 00 7 45 3
o |

J

"~ Dercentage of puplls ‘ . | .
fron lov ncone famllles yhoselr o o9 6Ly el 6 8.8 I8 7050

Percentage of pupils, ‘ e .

e

scoring in reading ' | - . -
C o Bnile, A 100 00 &
SR ile oy B0 U0 500 B0 Lo 10 10 D |
1647 ile h\/g,ejetn 0 s B0 G000 W or’ 8.0 8.0
Belov 16 [ omgo B0 mo B0 B0 WD
210 Lo |
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' \ . 4 (-] . b . )
basic maintenance. ﬁyxbne tour of the building with tilie princlpal,
Charles Higgins, we met a district wofkman lugging a line of pipe into

4 ' ' . : " ¥ '
the school. He paused in his work to say! ''It's hard doing this by
. —-—’\ A .

used‘to'%gve fbﬁﬁ CETA workérs to assifit me. No more. -ThTs

myself. I

whole district has oaly one plumber." Over the past five years the

central office has made frequent cuts of maintenance personnel and funds
.- . . .7;:, . v -
-\i::&iiiairs. As a result work o;ders pile up and the schools begin to
¢ct some of the more xun down aspects &f the neighborhood they serve.

Composition of the Atudents . .

Racial compbsition of the student population’ as Table 52 shows has

-

nately black. The current Qompbsition of the student body

, includes:. 198% black, 1% Spanish surnamed and 1% other. 1In 1981 averééé
. daily attendance for students was 84.2%. The numerical range of students

retained in grade for thé.schéjl as a whole each June is dramatic-(see

-'Tablé.Slyt From 1972 through June 1978 the number retained ranged‘frdm

I3 \ .

a low of 34 in 1975 to a high of 60 in 1976. But a major shift occurs
. . . . B . , Q ‘

in June 1979 when 200 are retained; the number peaks in 1980 at 425
: ~/ ,

students. A gradual downward trend in 1981 with 359 and 1982 with 330

— —

' s TN . o .
students retained. 'Ihese/ipatisETCSmg;e atypical of most junior high

. ,
schools where the retention averages are approximately under 150 per

year. Typical- secondary schools retain students as a last resort; rarely

are they retained more than one year. Even those retained for one, year
— ’ . - AN

as a rule are promoted the following year on the basis of age rather

than academic accomplishment. . Standards for passing are mig;mal:k twp

majors and two ‘mindrs. It is possible to pass without having passed

»

P N
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e
s

readifig or math. Polisher's standards in. contrast are more rigorous.
. : ) - s ~ B .
This shift away from social proqotion is central to“ihe A+ program and

we will analyze the impact the policy.had~later in_this report.
[ el :

In reading achievemenf scores as measured by the California

Achievement Test 1970 edition Polisher studenté‘shon Some‘progfeES during

~oo

the period from 1974 to 1982. Referring agaln to Table 51’ we note a

str1k1ng decrease in students scoring below. the 16th percentlle. In 1974

thrity-nine percent scored below the 16th percentile, while in 1981 it

< was 22%. The number of students scoring between the 16th and 49th

percent11es increased banlne percentage p01nts' 45% in 1974 and 54% in
.1981. As Table 51 shows achievement scores in the next band between the
“ 50th and 85th percentiles has;been.unetable. The- number of students;
scoring at or above the‘85th percentile fiuctuates between two and five
. Nt
' peroent over the'nast eight'years. “Polieher has signif{éantly reduced
the nunber of students achieviny below the l6tnvpercentile and increased
the number‘between the 16th and 49th. 1t is less successful in maintaining.
a stable upward trend above the 50th percentile. Students achieving at
or above the 50th percentlle in 1982 number 244. Whiie Polieber can~
claim limited succeé; in read1ng rmprovement growth in math skllls is
less impressiVé. We,w1ll not present those scores in detall other'than
to note that in 1982 only 15% of the students ‘scored at or above the
- 50th percentile. Finally to .establish a stanoard df socio:economic

status-and academic achievement we mention a gradual increase in students

eligible fot Title I services from 58.2% in 1974 to 70%.in 1981, an

increase of 12%.

- 218
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Vo Tblen
Facdlty Data, 1972-81, Polisher Junior High School

R

gy 1903 W0 LTS L9006 100607 19718 197609 1979-80 1580-0

]

Toral fulltine staff 93 % 9. .10 W0 106 19 13 IS

Number of instructional

staff 6 e 6 ® % & . on oM !

Instructional staff
with lesg than 2 years

experience 5.8 140 6.0 - 180 A2.0 - L4 13 b2 2.1
o v Cd !
Racial composition |, ) y : ' |
% Black NA 693 667 64 6L.0 580 542 5.8 5.8
% White , N/A | 3.0 3.5 378 406 445 459 45,0
7 Other N/A 0.0. 1.3 | L1 L2 1.4 1.3 1.3 1.3
Rate of absence 796 813 942 B39 652 867 12,09 12,00 10,15

20
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Characteristics of the ‘Faculty \>

~

Staff at Polisher are relatively stable and mature in work

\ N '
experience (see Tablé 52). 1In 1981 only 2.7% of the instructional
staff had less than two years of teaching eﬁperience. Of the 22
s :
teachers interviewed 16 taught at Polisher for over ten years and six

for 20 or more years.  One vicesprincipal's entire career has been in

thie school—-25.years.; She recalls at least eix othet teachers who paye
served forﬁeven longer periodslr fhis degtee‘of facult§ stability is
atygical at the junior high where frequent staff turnover is eommon-
The totalginstruetional staff nhmbets 78._ Stebilftf an?.méturity of,

staff may be related to a sense of comfort and ease many teachers™ feel

N

. ‘ ,‘\‘
working at Polisher. _ .
7 :
Faculty tend to help and support cach other. They seem especially
- N U~ e e 3
. '~ ( i .
thoughtful in the way they attempt to intpgrafe new staff. A teacher,

/
!

recalls his Jinitiation. 5

I suppose coming in as a new teacher, ] was made very welcome
by the older teachers. In turn, I took on that role with new
teachers coming in. If} they are near to me T'll say "I!m next
door." Even though they\know the discipline room is here its
_the idea that this person'is next door. We used to have what
was called a buddy system. If a new teacher came into the
department; the department chairperson might say, "will] you
-be this persons buddy?" As that persons buddy, you were
constantly in touch with that person, with that person's needs,
with that person's problems. TIt's interesting because
5 sometimes, all a person needs is a listening ear. The,person
might feel awful, but after you relate the problem, to someone
else, then all of a sudden its not really all that awful.
Administrators have not affected this tradition because most
come in and tend to like what has taken place before.®* We have
the right personalltles together Sometimes in classes you
hear teachers say you don't have the right personalities /
together. Perhaps in this staff, we just happen to get the /
right personalities. together. - ’ '

4
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In some.ways this is a cohesive staff particularly in the exercise
of discipline: They believe that effertive discipline is important

~,

~>

Y . . .
|} -~ . . .
and they help each other maintain it in and out of class. Teachers are

respectful of students. You rarely hear a teacher shout at a-student.

Control slips pefio@}cally. But they get back on track when reminded that

discipline is a total staff responsibility. Teachers share a pelief

o

that at Polisher "we do things differently here.'" That phrase is

echo@d by students as they try to explain the schodl to visitors or to

N . :
new students. Agone teacher reports ”...of%en they'll say, 'What kind
Ed . .

of school's this? You're not allowed to get-é@ay with anything. You're
at Polisher now and we do things differently here.'" Tﬁis school ié
generally under control. The sfaff pays close- attention to discipline.
Key actors in Polisher's diséipliné system are three grade dean;5
'three counselors, two vice—principals, the principal and they;éachers.
-;;>will‘have more to say.asodt‘the function of discipline at Polisher

' .
¢  when we detail the A+ program. In that discussion we will assert that

~

v .

the purpose of school wide attention to discipline is a form of

"indoctrination" to the®school/work ethic. We will also question the

utility of putting so maﬁx resources and so much energy into discipline.

Discipline may have become an end in itself, rather than a means toward

improving student achievement. - .

‘

-

It would be unrealistic to believe that 78 teachers all live in

.
-

easy harmony~-that is not the case. There are factions and splinter
N \
.

’ ’
groups. Some split along a newer /older teacher axis; others split on

racial differences and on strikes. A teacher with 20 years of experience

- , . ¢
recalled that this school once had "a kind of camaraderie throughout the

»

.=

- ' - 090

O B y ’ . .
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- " buildihg." "The teachers didn't clash among themselves and they wofked
to help each -other." -He continues: i .l . ‘ ~

That was very unique and it was that'way for many years. T
think that it began to splintér several yeags ago, within the
school and in our department, when we plcked up &4 few new
members. The relationship wasn't as warm and as close.
‘There's been a turnover. When the faculties were mandated to
be integrated we lost teachers and we picked up new teachers.
Many of them were younger. A lot of the teachers comlng into
the school system around that time were, coming in with a , /
different philosophy of education. When the older teachers
of fered to help them as they did in past years, they were
told, "hands off." They did not want to be helped. They
‘had a new philosophy; a new approach and they didn't want

1 ! . to be bothered with the old methods. As a result, it

. splintered some of the elementg within the school. The

camaraderie was lost. The teadgchers strike-aggravated it.
It's not the same. :

Staﬁf'are'geﬁerally polite*and cordial with each other but in times

of severe stress some of the deeper seated problems surface. In the

/

fall of 1981 this district éuffered a 50 day teacher's strike. Strikes ~
in this city often exacerbate racial feelings. While many black

teachers are loyal unionists, some will cross picket lines. This y

minority b%}ieves that the unions' aims are not always in the best

—~—Y

interest of black children. At Polisher 14 teachers crossed the picket

[

lines—-the largest number of any junior high. The principal tried to
maintain & neutral stance between the factions; a stance which one

. . : . L
teacher noted helped ease the re-entry into the school when the strike

<

‘'was over.

-
-

Beset with frequent strikes, budgetary crises, declining enrollments,

teacher lay-offs and transfers ‘this system developed a iseige mentality"

Survival became a goal for manyatéachefs. At Polisher: both black and

white teachers work hard to overcome a stressful city-wide work climate. -

R23

CQ
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In addition Sqme black teachers feel a special sense of commitméht to

AN

black students. - These black teachers believe that,a strong black
. A o ’

staff "makes a difference" fdr this community. She explains®

~ .
-

Well, we are surviving and its just amazing to me that we
are. We've been through so much junk in the past four years,
three teacher's strikes, a janitor's strike, threats that
we're 'going to close in May every year; changes in teachers
in the middle of the year. I think our school just fu thnS '
better than other junior highs. I think the kids havéDc
stronger sense of community than other kids because essentially,
kids from this particular area are the safte kind of kids. T
think we have a strong black staff and I think that makes a .
difference. The kids know that they are in charge and
students know that there is no hedging one way or rhe other.
- .
Her statement ''they are in charge" is mere than figurativel _Chairs of

¢

most departments are black, as are the principal and one vice—prinCipal.

»Rac1al tensions also 1nfluenced the appolntment of the current pr1nc1pal ’

>
.

ﬁigginsd’ A significant portion”of the faculty wanted the incumbent
white vice—princlpal Sam»Lawrence tor tne job. When the'superintendentl
announced the appointment of Higgins, olack and white faculty supportive
of Lawrence confronted the Board of‘Education; They also made their
displeasure public in the newspaper and'televlsion. Lawrende, @hd is

close to retirement, claims he accepted the decision. He states that he

/ N
1ves Higgins his full Support and respect In a reflective mood he
g g8 //S

'notes that "My own feellng is you need a ?}ack principal for this kind

of school." - , o <.

Teachers who'supported Lawrence's candidacy for the principalship

will workvwith Higgins, but it -is an uneasy relationship. One manifesta-

tion of their dissatisfaction w1th the'present admlnlstratlon may be
their vivid apprecfation of Higglns predecessor, Joseph Armand érmand

left the school in 1977; yet his presence is still felt.

224
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- Former principal Armand entered the school in 1970 when the school

experienced high teacher turnover, "student unrest, and,low levels in
¥ N . . . .
student achlevement A faculty member recalls Armand's first public

statement: e ,]
+
He had an assembly with the teachers and the chlldren He !
said he'wanted a chanq\hsﬁbshow what ‘he could-do. If he was
not satisfactory that something else, but he deserves a
chance to ‘show what they can do aqg he wants 'to work alorig
with the teachers and the staff members. Let me tell you 1in
one year he turned this school around. - He first of all, he ‘
was the broad -administrator.  He'was able to delegate '
responsibilities. He had a nice way, a nice relationship
with tHe teachers. He was interested in what was happening
and he was able to get things done. He made calls downtown |
and things would happen. And he knew roster and he was ' -
involved in making the roster. If you wanted things.done,-
you called Mr. Armand. He really turned over.the school.
"We had a reading laboratory. We had a lot of innovative
programs-~ He put in the whole readlng program It was,
his approach. I mean other schools haye’readlng programs
also. They all do. , This was something special. He didn't
go around forcing his way on you. People knew he meant
husineés; He would not hesitate if somebody .ame ‘in late
all the time, he wqpld notify them. This was what he was
going to do. There's got to be an improvement. He did not
hesitate to d1501p11ne taechers if\that was JU$tlfled

Ev1dently Armand delegated most of the respotisibilities related to
discipline, but kept a close personal hold bnrcurrlculum. Vlce—pr}n01pals,
focused on discipline and student aetivitieeg they had nothing to do

with curriculum.and imstruction. Key to his success was hid visibility.
2 - ’ : v :

A vicé—principal‘describeé_how important befng seen is to the climate off
the school.

He showed himself. - Hé was always around the building. He

was visible. He said to the vice-principals at that t1me.
'Whatever we're d01ng, even if we are in :the office dlscussing
a case with a parent When that bell rings, that warning

bell, we stop what we are doing and we take hall duty. 'We

stop what we are doing and. we show ourselves and we walk around
the hallway, we take an area there and we make ourselves

S
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visible and we make sure the other -teachers-are by their \
" doors. We Hon't expect them to do something.if we are not
willing 27/20 it.' He had a couple of other good tips. - .%/
Eve:y once in a while, this was even before we had the )
‘school officers a551gned full t1me. He'd say Officer Ponovan
please contact main office over the loud speaker sé that
people could hear. He used all kinds of gimmicks to seem .
. to indicate that things were’under control, we had an
~ officer in the building, the building was being closely
supervised. He pushed for.21's, (student disciplinary . . _.
“actions). He pushed to expand our 'alternative programs.
His main thidg was staying visible. He didn't go to’
‘meetings, he was in the building, he was around. We were
around at' that point and whatever happened we gave super— |,
vision in the building. And the teachers, it was the first
time ;they had seen a principal walking | around. He was
there and they were there. They knew he meant business,
he was not hldlng in the office. He was out and around.
1f there was a parent, have the’ parent wait. 'I have to
walk the hallways,' he'd say and that's what he was doing.
He was opposed to all these meetings leaving the building. 7
At the beginning he'd stay in the building. "0f course,
““what he did also was -that he met with the department chairs
to find dut what they needed ~ He would try to satisfy them.:
He would do' v o

s . -

]

Armand's ferte evidently was schoél organization, careful monitoring

.and curriculum developmént. éome faculty,credit ﬁim with helpiﬁg the
faculty.méke-major.gains in readiﬁé scores. f;E the:last.Qear 55 oA
Armand's principalship at Polisher (1976ﬁ77)lschool-scores‘in eeading
Qere-the best"of any year from 1972 through 198%. Thirt;—twb percent:
' . T

of the students seofed at or above the SOth percentile. ;%e.legacy
Higgins inherited whenfhe:beeame princip;l in 1977 was a sbhooiiwithba- ‘X

9 _ o . . . 5

rising reputation for its instructional program, and a mature expérienced

staff divided in its opinion on the selection of .the new principal.

' .
~

@

. Principal Higgins , _ . ' \ ?
- Higé&ns is a black male in his fortiés. He's a-stylish-dresser.
\ . ; o : ' .
Style and taste are important to him. He is also 2 concerned educator.

A, N oLt ?
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His office reflects his. taste and interests. The office decor is’
' . @
. . . N )

pleasant Live plants hang from the, ceilin . Professional periodicals

: i 2 -o._‘ .

are neatly piled on a'qﬁnference table. -Titles 1nclude s@andard reading

fare of a working educators: Educat1onal Leadership, Applied Strategies
.. o v }‘ -

I I o N

“these magaz1nes ‘are the ubi\uitods central office directives, curriculum
/

guides and memoranéa. Three pa1nt1ngs appear on his walls. vOne that

f

in Curriculum and Evaluaticn, ‘and Education Digest. Interspersed betwe7n

faces a person entering the room depicts two sleek antelopes grazing.
b . i : /—»

/ : ‘ : \
: ‘A sculptured head of an.African woman adorns one of the bookcasés:\.\\l )

o i . o ) .

Several photographs .of the principal integacting with important educators

.: . _or civic leaders posted on two of the walls. A stereo, refrigerator

Lo

//and various award plaques give the room a warm personal feeling tone.
i

: ) : s .
; The man and his office make an impression. N
L, 4 :

/
R A -~

. / 2 . .
Higgins has worked in this system sinte 1957 when he taught
Electrical Shop at Pdlisher._ His first certificate was in Industrial

..... o« ! . '
A(ts He left Polisher in l§38°to take a post in a high school as

mechan1cal draw1ng teacher Two years later he took-an assignment

worklng w1th children in Spec1al Educat1on He developed the first v

eyperlmental program in the use of the power sewing and upholstely for

Special Educat1on students.” In 1967 he became the job coordinator for:

. .
1

Special Education,

) In that‘capacity he developed#field placements and

c

supezvised students on the job.' It w?s this experience that impressed

~

upon him the 1mportance of appropriate wark- hab1ts and att1tudes for .
: . s 5 .
success on the job. Th1s bel1ef continues to influence hlm as he in-
- st?f on a strong system of discipline throughout the school During
" the fourfyearshhe held this job he developed a broad perspect1ve alout

\)‘ ‘ . ) 7 1 ﬁ‘ P 2 ) . \




O

ERIC™

Aruitoxt provided by Eic:

" * 2 * .
the needs of the work place in various settings. ;Shortly thereafter he

cbmpleted a Masters in Industrial Arts and Special Education Supervision

!

as well as| a certificate fof the principélship.- From 1973 to 1977 fre

“professional

Q

. l -
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servgd as v1qe—princ1pal in several large inner c;;y junior high schools.~

At Polisher he instituted Lhe A+ program, after visiting an elemen—

tary school thaf used the concept, because he felt "it would influence

ors x
(4]

parents tQ care more ‘abouf their Thildren's progress _Parents don't
. - % .
feel confident to come to school. When we introduced A+ we conducted

“ . \
o

four orientas}on‘workshops for parents. About 60 parents showed each

time. We tayght them how to deal with homework; how to assist their

childfs‘t%?cher.'-We made ;>>important_fof them to help. Just because
Y ) " » - Y

they can't read doesn't “mean they can't insist that ‘their child read

- -%n' . ‘ » . Ve
every night, > S

"A+ also motivated teachers to get iﬁﬁflved in their teaching--
N _ .
stapnce. We insist that §e§chers“dress like

N <1
"I try to keep in téug» with teachers.concerns. Sometimes we have
y . . b , <

. . s
what we call an open forum--that's a session w 2l people air their
R, . on whefi peop

o v

take a stron«z professiona
.‘ //’

)

- '
2 h
T -

feelings. There's a feeling here that everybne must do their job. A

problem in' a class or the Ralls will 1nfluence everybody Even the

ol ‘.

. un10q”bu1ld1ng representatlve will say publléiy '"Look you ‘re not d01ng

v ” R
your job.' I expect teachers to do thé;r jobs and I support them more

N . - . : ' ’

~ u

p ' ‘ !

|
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Shifting his httentixn'to.sfudents he remarks that about '300 will
fail a grade.'" By way. 6% explanation-he says, "If they don't learn it
} ' (their 'skills), they won't earn it\(a passing grade)

. Y N ,
_ He ﬁflieves in an organized curriculum. "We have p&ans for math,
- readlng and English; ‘the science department is currenbly developing on;.
. 4 * N . f)g;
We use mid-terms’ and finals to keep teachers on target. Teachers ate
. . . L

réquired to Gubmit dgtsiled lesson plans each Friday. They ére reviewed
P - .
‘€>;“ . by the préncipal_and the vide—pqincipal,wbo mdnitors fhat subject area.
. §>I 1n51st on the use o} a basic text for each grade and subject area. -
-%:r textbooks are aii standardized h " _ . )

Reflecting'for a moment on how ‘he uses his fime he says, "I spgnd
a lod&if ‘time dealin;?with parents %nd monitoring requisitions. What
& - 1'd re;1i§ iikeﬂto do is reorganizeAmy job so that I spend one-third
g listenlng to\yow children respond to lessong/ I want to understand how }
/) " children areslearning. Another third of my time/I uant to spend on \
curriculum and the’last.tnird on parents."'
He feels hampered inpdbing his jog by thelcohstraintsvplaced on
7 him oy the district and céntral ogéices. .He often rails against those

e

N external forces. ,He feels they do not understnad his situation. He wants -
the authority to do the’job the way he believe§ it sgould be done.

Higgins is involved in educational politics. He's‘a leading memb%rv.
of a powerful lobby--The Black Educatorfs.Forum. e sometimes represents

. tReir views to the superintendert or .the Board of Education. He has

opinions about the district as a whole. He has solutions to offer on

o R ¥ 229
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vexing problems that fadqfihe district. Sometimes he talks as 1f he is
] ) .
addressing a larger audience. Anevent we witnessed shows how -he
connects the larger society and Polisher. It also gives a sense of his

hY

style of operation. - v,

. Qur field notes record the moment this way:

incladed 'a distinguighed Polisher graduate, Mr. Carlton Nelson,
;' who is: now the nationdMl director of 0.I.C.'s job corps. lle: '
. Bqlive d a speech to the assembly stressing the importance
of lead¥rship, the qualities of constructive leadership and
K follo&egghip. He 1linked himself to the school remembering
what it was like to be in the asgembly seats these present -
children were sitting in. He noted that when he was a
student here there was no’ fine orchestra as there was today.
No -doubt that change was a function of leadership on the
J part of the prineipal as well as the musical director. He
' urged students not to be passive about their education but
to take their studies very seriously. He emphasized that
Americd had become a second rate power in several areas of
production. 'We lookto Japan and West Germany for auto-
mobiles; Italy and Spain for'shoes." He ‘expres oncern
for America's future if we did™not increase ou produgtivity.
To make that change possible America will need\ leaders.
.~ 'You can be chLIEEdQEE\ie need. Reach for it." A
Following Nelson's speech %ach’new class officer was
inducted by a member of the school's administration. 1In
between the various oaths the school orchestra played
spirited selections from Bach to Jazz. The ceremon
cbncluded with the signing of James Weldon Johnson's
\\% ft Every Voice. Following the program guests, admini-
StNqtors and student council officers retired to the
library for refreshments. After the reception photographs
were taken. A special picture was taken of Nelson receiving
an award from Higgins in the name of tHe ‘'school. This
photo, I was told, would be placed in the community newspaper.

Today was the igiiallation of school officers. Guests

As he walked down the hall toward the principal's
office I spoke briefly with a vice-principal and Higgins
regarding academic achievement in the school. Bopth felt ¢
that. students came poorly prepared to Polisher. \The vice-
principal said: '"Those‘/th graders, they're so poorly
prepared, they bring our scores down. An entering 7th

- grade may have as many as 500 students on Title I. By 9th
~ grade wesreduced that anber'considerably."

H

e
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The installation ceremonies were stirring. Bach and
e

James Weldon Johnson stood side by side, each a%knowledged for ﬁhat he

could do for these children. The event was polished, clagsy. People

9

3 .
looked good and enjoyed its Students at Polisher-~those who are

'
‘ n »

motivated and can use the school's program--get polished. Thelrough

edges are smoothed. They learn social behavior that can be helpful in
later life. They see their principal on the platform next to.a suCCESSful )

RS
leader who graduated from this gchool. Both came! from backgrounds: not

! - , " : . ‘ ’ -
too different from these students." This event tries to lift a student s

[ .
sights a bit hlgher, inspire confldence that it lS possible to LranSCEHd

9]
-

difficult social and ecoriomic burderis and make rq in the .larger society.

The principal and Nelson are mpdeling how it looks. Some students will

.identify with these same role models. It looks possible today. For
& . B N o

some, however,, this system Joas not work. We're talking about 330

.

students who d1d not get promoted in June 1982 We are talking about

the students who spend - two, three and four years in 7th grade. These

students are the rough edges at Polisher. . ) .

. -
The A+ concept was designed to address~the social and academic
2 R S : )
needs of most of the students including some of the harder to reach
: N ;

>

students. A+ was supposed to be a "different! program. 'What was

different about it? Why were teachers so committed:to'it?' What. problems

' ’ ' ; ) >
did they face in implementation? We turn now to a full descriptioﬂ of
the A+ program —-its origins, the Pollsher a/aptatlon and some unsolved

- »

problems that resulted frop-incomplete implementation..

_3I ..
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The A+ Program——A Reach for Integrity
The Academic Plus concept originated at Emory Elementary School
within the school system. It was part of the swing away from options

and experimental education "back to .the basics!". The school's program

-

had several distinguishing features: ®

e a carefui screening process to select appropriate students

o the right to dismiss studénté who did not cenform with the prograﬁ
e a dresc code

o o Jetailed discipline code

® no gocial.promotioﬁ

e contgactﬂal agreements among parents, students, teachers and
.administrators with regard to responsibilities.

It appeared_tb be a return to the”mqré traditional values in the society.

It was school of 40'5 and 50's.raﬁher thén the 60's——asserting a strong

statement agaihst permissiveness and in favor of discipiine and skill

development in the basic areas. In current pgriance ‘an A+ school is no
ks Erills. ' , -

Two Polisher-teachers brought the A+ concept to Higgins attention.

e

- 6Eg<of the teacher's had a child who attended Emor?. Higgins invited -

the priﬁcipal of Emory to present the A+ concept to the Polisher staff.

s

There was extensive faculty discusson on the merits of the idea. Because

the faculty éntﬁusiastically endorsed the new program lliggins Sought and

obtained approval of the district superintendent so that A+ might be )

implemented at Polisher. A steering committee of over 20 faculty,
[

including'department chairs and a vice-principal, were entrusted with
finding an appropriate adaptation of A+ for the junior high level. A

232 .
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member of the steering committee describes the process as follows:
"After having been exposed to the idea a couple of times..., the staff
was assessed to determine their interest. I thipk that 90-95% expressed

stroﬂg interest. By the end of the school yearvue Began the pianning

and contracts were signed by staff indicating\their willingness to do.

the kinds of things A+ involved.'" A smaller c?mmittee worked over the

summer, -without pay, to prepare a bandbook which described in precise
-« ’ . |

detail the responsibilities each partuer was expected to perform. The

introduction to the handbook sets the tome for the A+ program.

The Academics Plus partnership will be sealed by a signed
contract and carried out in action by the partners:

the students of Polisher

the parents or guardians of Polisher students
the teaching and non-teaching staff of Polisher
the Polisher administration

The Academics Plus program is an. agreement by all partners to
the following actlons

1. ENFORCEMENT of a strict, consistent and fair discipline
code »

2. MAINTENANCE of a businesslike dress code

ACQUISITION of the basic skills '

4, COMPLETION of’ regularly assigned homework and classwork
according to specific standards

5. PARTICIPATION of parents in monitoring $kills vaulSlthn,
work habits and behavior

6. ISSUANCE of Pupil Progress Reports and letterq, and

~ regularly scheduled conferences ’

7. INSISTENCE upon progress based on mastery of minimum

essentials. . ” :

w

i
The handbook next takes up the discipline code which makes up half
. . .
the pages in the book. Various disruptive behaviors, misgdemeanors, or
criminal offenses are listed and the consequences that will be taken are

described. But "A+ is not just discipline," as the principal was quick



to tell us. "It's the standards, grading and retention systems.'
| o
A teacher volunteered that central to the academics part of A+ "... was

establishing criteria for passing, pretesting and post tésting and one
years growthlwould be the means of determining whether students passed."
The handbook states éxplicitly;the-kinds of responsibilities that should’
p;omote pupil progresé; |

1. completion of daily claiéwork

2. complet&on oflhomework (assigned at least 3 times per wegk)

3. classroom participation ) . g L

—\\d ) .
4, completion of assigned projects P
1 ‘ 5. passage of 3 -major tests assigned during each report period

“~

6. passage of mid-year and final exams l . .

7. one year of growth in reading and math.

The handbook is unique in that it makes public to all partners )

not only.student responsibilities, but also parent, teacher and admini~

stration responsibilities. We offer a few excerpts from each of these
categofies to convey the tone and import of these expectations.

- B4

Parental Responsibilities

N~

1. Establish a quiet atmosphere for homework. Enforce study
time of 1% hours a night.

2. Check homework and test papers. Sign end of report period
test papers.

3. Send students to school’ prepared for class and check to
see that homework assignments are finished.

4. Emphasize attendance and punctuality. *

5. Respond to correspondence from teachers.

Pal

Classroom Teacher Responsibilities N :

You are strongly encouraged to: !

1. Project your plannihg from September through June; this will
‘mare likelw lead to the projected pupil growth of one year.

234"
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2. Establish early and persistent codtact with student's home
in order to maintain satlsfactory behavior, work habits
_ and academic performance In addltlon to progress reports
ha at the end of each report penlod forms are also available
for communicating to parentg during any report periods .
These‘”durlng“ report forms are desigmed for each '
communication of favorable as well as unfavorable comments.
. - 13; File and display samples of student work.
' : - Maintain anecdotal records of students' work habits and
. // behavior, ‘ :
g 5. Notify counseli taff of ist bl
. y ing sta of persistent problems.
-~ 6. Notify activity sponsgrs of students in their activities
whose behavior, work habits or subject grade is not passing. .
fFalllng students are not to participate in activities. )

¢ .

Admlnlstratlve Re pon51b111t1es

By careful- superv151on of an extensive assistance to teachers
~youjwill act as,a Catalyst who will, not only heighten teacher
progress, but w1ll also stimulate pup11 progress. The
adpiinistration should also:

1. ‘\ﬂave letters sent home at the end of the 3rd report period
v informing parents of possible end of y, ar failures.
2. Counsel students who are in danger of/ grade failure.

This last section described below presents an interdependent set of

commitmentsAjpd expectations. Tt ends w1th a sober but optlmlstlc
affirmation’ of the new promotion standards.

MINIMUM REQUIREMENTS FOR PROMOTION
Academics Plus will succeed because:

A. Students and parents will know in September and be periodically
informed during the school year of the minimum requirements
for promotion and whether or not the student is meeting those
requ1rements. o

B. Teachers will be uniform in the mlnlmum requirements
established to determine promotion. The standards will be
the same for every class at every grade level. :

C. The Administration will cooperate with the teaching staff
in insisting that no student be promoted unless -that
student meets the minimum requirements for promotion.

D. To pass any subject a student must achieve an average grade
of 70 or aboxe. To progress to the next grade a student must:

‘ 1. pass three (3) majors and three (e) minors _
2. achieve one years' growth in math and reading. -

o ‘ | | - 23:355
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Once the handbook was completed. teachers went into the community

to-publicize the idea. They pasted copies of the handbook or a fact
. ’ . —~ - .

sheet in community centers, churches, stores to explain the program's

. ‘ !
expectations. Virtually ‘all of the faculty signed a contract stating

they agreed to support the A+ rules and activities. A+ seemed to produce

a broad based consensus on how to'conduct‘school at Polisher.

A+ was a reach for integrity. It was a call for mutual respohsibility.

! - ] -

A+ tells every partner exactly what he or she must do to succeed.

. L4 ’ :
It defines for parents, teachers, students and administrators what their

roles must be if the end producg,%s to be successful. It is a present
oriented call to action without acknowledgment of the past. The handbook

implies that if all can behave appropriately there will be success.

'

The handbook says nothing about motivation. It assumes motivation to '

.
»

“perform in  this-new-and.preferred-manners --It assumes that the end goals

are équally'aééired and attainable by all partners involved. The handbook
: ! l \ : .

i \,

assumes that if g\pértner signs a contract that the relationship is

sealed along the lines degcriﬁed in the agreeméﬁt; When a.partner

s%gns on he/she acce;ts this world as presented and will act accordingly.
« A+ reflects a deep seated wish.to remake the school world éo that

teachers'will teach, students &ill learn,—administration will supervise

and monitor and parents will be supportive of the values the school

’ 7 . : . P | ..
espouses. It is a framework for a better world as this faculty
envisages it so that children will succeed. There is something almost
. : . .

religious about the handbook implying a purity of relationship that

sets up a\;;¥al barrier between this school and the destructive forces

o 288
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3 \ . : .
. of the external world. While A+ at Polisher was an attempt to distinguish
— . B R

this schqdl from other similar schools,\in,one important area it was

. Ie .

the same: Students are assigned to the school as a function of

-

geography; ) ‘ . -
In this A+ at Polisher is different from the original model at
Emory. At Emory students appi§“f5£"éami§siéh}!5Thé'%ééiiﬁ§ select those
stgdents they believe can'benefit from the pfogram; The;é students and
their parents are likely'to feel‘mot{vated to succeed. If a student
'ﬂbes not ﬁerfoémrup ;o giandard either socially or academically the
school can require tﬁét étudsnt to withdraw from Emory. Polisher.mhst

tdke any student within its region who wishes to attend the, school., If

v

a student is highly disruptive; he or she may be transferred to a?other'
school. qu approximatelyh50 students whoﬁ”e&idence poor attendancé,
socially deviant behavior and poor academic preparation,” tﬁe schogi :
_offers an off-site alternative schoél. .Few of these students aré
mainséreamed back into the school builaing. But for those s&udents.dho
;;é iéciéily compliant and academically weak the school has few options

to offer. Faculty and administration agree that.mostfof.their problems

in tHe implementation of the A+ concept stem from the fact 'that they ,

{, . A

cannot seM?ct theit student body. This argﬁment is oftén made in inner
city public schools. It is ?quivalent tdvsaying Fh@t‘good étudénts make
g90d.séhools. This kind of statement seems to provid% an excuse for )
faiiiné.to meet the need§véf those students who do not léarﬁ in a
.conventional instrﬁctional\brogram.

.'1(,; R
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Polisher's Promotion/Retention Policy: Expectatiions and Limitations

»
In some ways the reformed promotlon/retentlon pollcy best exempllfies

the idealism of A+; it also foments its most veking and 1ntractible

‘e
problems. This faculty with few\exceptions is opposed to social promotion,

which is the generélly practiced polic& of the city wide system. Under
social promofion a child need only pass two majors and twd minors in

order to move to thehgéxt grade. A+ set out on its own. path by changing
- ' . £ :
the criteria for promotion to 3 majors and 3 minors. Further it required
¥ ° i
3 Y . . ) .
two of the majors be reading or English and math. THus this staff hoped

S~

to stem the wave of passing students who were incompetent in basic skills.

While many faculty members are concerned about the number of students.

retained? in grade each year, few would return to social promotion.. A
teacher with 3ZEE/a decade of experience at Polisher expresses his

commitment to the A+ polic»/in the following excerpt recorded with
* - -\V . )

one of the researchers:

How' do you feel about the promotlon policy? Academics plus has”it'é
own promotion policy. - :

’

‘I think it's fantastic. I think that no child should be allowed
' to move from one grade to the next without passing three majors
and three minors. For my own personal aspect of it, I would
like to see it _a little more strenuous than that but for Academics ©
Plus, I think that it is quite adequate and I don't ‘think «that
. any student who cannot pass three majors and three m1nors éhould
. be allowed to go on to another grades

Do you feel that the promotlon policy has had a posftive affect on
"Polisher? 1Is it working well? v ‘.

I think so. - o Lo
Are sthere a large number;of studentq fa111ng7 .

Yes there are. =
a :

ERIC | '
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- Do you feel that that percentage.is an acceptable percentage? k! S\\g

It's acceptable when you have a goal set whereby.-you' do not. wish ' :
.. to see” students passed on from one’ grade to the next who are ’ \\\\

underachievers, and who cannot ‘handle the material for the next F
- grade. 1It.is a crime to send a child on who does not have it.

’

Do you feel that because of the academics plus and promotion poliéy that
the students are learning more than what they had previously? ”

Yes and I also think they, are working harder .

' I ’
Othg?\teaahegg_gpé unwilling to return to social promotion which\\\\

. ' 8

N

they feel is unethical but they also are ‘uneasy .about the number of .
-failuresi The following are some comments that Sisplay their ambivalence.
- 4 . : , : .
"Oh, you're thirteen; you have to go on. That's crazy, at
least with the students I'm dealing with. The 7th graders
are so immature. They need another year just to grow up to
handle sitting still much less studying about the volcanic
effects and what have you. Physically they are not ready.
They -just can't cope with that so;we instituted the new
standard. Now,\we're starting to find .problems with that,
1 in that we have students that have been in- 7th grade for «four
- years." (Notey -In 1981-82 tﬁirty—sig stydents were retained
for a third year and nine for a fourth year in the 7th grade.)

We,ére.an academics .plus school which means that in our 'school
‘ tre kids have ‘to do a littlg more or pass more subjects than
they'go in other schools. I think .in other schools they have
to pass two majors/two minors. In ours three majoré/three minors.
Now, I'm not sure whether or not it's worth’it. Many of our
kids that are repeating a grade are repeating it for a third
‘ orwsqcond time. I suggested that we reevaluate our promotiort
policy. Check an the students that were not/promoted, see
+ whether or not he was not promoted because he wasn't coming
to school ar was he coming to school. " 1Is the kid there
. - because he‘wésn't doing any work or was he doing his work?
© . 1s the kid a behavior problem or is he behaved? T don't

. .,/ know what the answer is.. It seems to me our promotion

~ policy is not working oot the way I would like to see 1it.
' Nobody is going .to promote the guy that doesn't do any work,

. «and I'm not so sure that the kids really care. A lot or our

students when they go Eb high school they'll drop out at 16.
“.".80 what diffe%eqcé does it make if they go to junior high
school and drop out at that age. I think under a.promotion
policy kids should not jugt be promoted because of age,. I ) .
. think it ought to be for merit, showing they can achieve .
something. - There are so many slow learners. I teach math
_and there are sormany kids on an elementary level in math, :

-

~: _ K 239

T
Y

-

L



. P miin.
X
/ . iy -,
S TneA A ) 225
\ "but they come to,schoo everyday and try the1r best. Now
should I fail- them or sHould I give them a '"D", at least
they are trying and that' g 1mportant too. o
A third teacher expresses ‘-his frustration with a system'that'creates
~ . N } . - . ., .. N
the necessity for_"watered down curricula" and'standarhs. ‘He wdnders
. e -t . : S
. a o ,
how to establishra responsible standard .for a student placed in 7th
grade but‘functioning at, a 3rd or 4th grade level. He feels caught.
. . ) \ ' . ¥ \-""
. 4
the confusion of distorted standards. ‘ ' . o - »
. i » g . .
Well we work under an inrealistic atmosphere in the’ school e
. district'itself. It is school disfrict policy-to promote mg ?
tudents on the basis of age rather than achievement. (Feeder) it

chools will send pupils that are not up to grade leyel and
when they get into this school a decision has to be. made and
5 the decision is do we drop our standards’ to deal with the
actual performance level of the student, do we 1ns1st that
‘7th grade students for instance do*7th grade work and not
/ promote them-if they do not do the 7th grade work or do we
water down the currpculum? I personally am against waterlng
down—anythlngn—~0n ~the~other—hand;—T'm practical” enough to T
realize that we cannot give a student a book say at the
7th grade level and expect the student with 3rd grade skills )
to be able’ to handle the book. I think what in reality happens
"is you modify the program anytay, you have to. The bottom line
. being that if the student the 7th grade studepp does "A" work
in science’; but in fact, "hé is d01ng 3rd or 4th grade science -
. and not really 7th grade science, I don't feel it's Justlflable
to give that student more than a "D" or a '"C'" even if he-is
doing, what looks on pgper, to be "A" work.

]
. -

The issues of promotion, retentlon and academic standards are complex:

ones nested in layer$ of internal -and eXternal problems. In an interwview'

2

- with ézcounselor we learned some of the reasons the A+ policy is so

~
d v

problematic, as well as some of the solutions under discussion. Our

S . ’ . . - " ,\
field notes of this conversation read... : _ .t

«
2

Repeaters at Polisher gre kept for ‘one full year and‘hre
integrated with children ‘who are taking the grade for the first ,ﬁ
time. Children are block rostered so they must repeat all

- subjects 1nclud1ng those they passed Apparently there is no

a
.

s L -/
Q ’ o ’ }
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‘together with integrfty. An elaborate system of accountability was

&

protest from ‘the\parents and the students also accept the
norm. A few students go to summer.schgol. But the percentage
ds small since summer school tuition m ,p bé\paid by the
parents and many of Polisher's studen must work.

ey

This counselor likes the fact that students are not -
passed oh_for socialﬁyr motion, b\t feels that the current ‘
system isn't satisfactork. ''We need a research and develogwjp
mant study. that would tell us more about our repeating
population. Who are they?\ What is their family background?

How do tRey compare with students in ‘similar junior high’

schools?  We simply do'not{ke p extensive records. Now
we're—~the counselors——are talking among ourselves about

what to do. Welre saying first\ time repeaters\are retained

{n grade with regular students. Second time repeaters

should be grouped separately in small specialized classes.

J Third time repeaters should be placed at our off-site: .
alternative school and socially promoted to high school. " , '

-~ -
p . “

Researcher:  Will your suggestions become policy?. | :
Counselor: We're talking among ourselves. Nothing's $appened. ~/

©

Researcher: I noticed on the faculty agenda Higgins asked the
faculty 'to re—think the retention policy. Was
"that_ dlscussed7

Counselor: - No. . There are no simple solutlons. Many of these

- kids should have been retained years ago in fLrst, .
second grade. We inherit them. This system is naot
honest. There's no integrity. I can't work that way.
The counselor's last comments repeats the blasi¢ theme of the A+

venture. A+ was created to make ic possible for a faculty to werk

) 2
C%J

established to insure responsible behavior.” But ultimately, as Polisher

staff see it, the school ‘district seems to lack integrity and some

rs

faculty questionvwhether it is possible to standvalone., In an &hterview
with one of the vici—principals we ;earned that the principal tried ;to
get the school distg}ct to at least make it poseible for the feeder
schools to*operate under the same standards. He was not successful.

That'sAfiggg. We're all alone--isolated. Our stand would
make sense ifj the elementary schools would retain kids. We are

o .
: - 211/
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sandwiched in between. We take the failures, of the previous’
6 or 7 years we have few options for them. The principal
had a meeting : man from downtown at the central office,
someone interfsted \n A+. He tried to convince him to do
something abdut getting feeder schools to cqoperate. But
that guy,was afraid of lopding his job. It Wwould have to
come from the Distyict Superintendent and the Board would
have to support if. ' )

L

cNotice{ghat most of the discussion about the retention of large

- numbers of students centered on issues seemingly outside of this faculty's
Y e

7 - o )
control--the nature of the students they. receive and the nature of the
/

t

R ‘ : .
system i? which they work. We will list key phrases from each category

cd;}ﬁd from the data presented and‘other interviews not regorded in .

this report. ; -
Retained Students - .The System
‘lazy i . elementary school won't cope
with them

emotionally disturbed .
© ) should have been retained in
slow learners )
» oL lst or 2nd grade
learning disabl . )
arning ed students’ come to us two and
sporadic attenders ' v three years.behind grade level

can't be helped . o system pushes kids in one door, /

. out the other without regard to

do not learn from experience X :
. what a child learned

.. ' ~ - N
t know who tl are :
we don now ey ar if the -rest of the system used

force teachers to water down our standards we wouldn't: have

curricula ° 7 these problems
n

Some of the faculty also recognize that a few teachers do not work
as hard as theyfmust to teach effectively. But most of the comments we
heard seemed to place the préblem outside the control of the faculty.

They seem powerless to change it and outraged that the.problem persists..

Yet the retention system as it is practiced at Polisher seems punitive)/
‘ l. — . -
After four years of experience the number of students failing is still

v

large; Some questions arise: Why are repeaters integrated with first

| A . 247
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L
time students? Why must repeaters repeat subjects they passed? Why

must repeaters spend 3 and 4 years in 7th grade? Why is it so difficult
v to make changes or accommodations in this policy? The answers we
received to our questions weré not satisfactory. We present what we

learned.
oo e e e e
Students are block rostered, therefore, they must take all of \the
po3

sabjects ol that grade leyél. Higgins supports this notion when he Z

1

says——"You took a whole year to fail; take a year to pﬁ%s.' The principal
o

feels that there is insufficient data on the failing student to make a
considered judgment on how to change'the policy. He says he's dpposed

to keeping them in the same c¢lasses with the students taking the grade
L}

for the first time. The principal feels that students repeating a 3rd
. _ - '
or 4th time should receive psychologicalvtesting‘for potential placement

in special education classes. liowever, there is only one psychologist
[ ’ . .

who does this kind of testiﬁg for the district in which Polisher is

loca;ed. Since the psychologist's services must be distributed over 30
schools only a few of the most pressing cases will be evaluéted.' The
btincipal'says he wants some input from the faculty and counselors before

& . . :
he is willing to change the policy. He hoped the faculty would discuss

X e

the problem durigg the mid-March open forum. The counselor remarked that»
the problem of failing students was not discussea. The principal asked
the faculty to discuss the problem.of repeéters in late April.in.grade
level meetiﬁgs. Some diséussions did occur, but by the end of th? school

1
year no-change was recommended. ,

While we believe that Polisher's solutions to the problems created

by its retention policy-ére punitive, especially to 3rd and 4th time
1

o - _243




Table 53

Comparison by Grade of Polisher Achievement Scores

, California Achievement Tests, 1970 Edition
) / e
Percentage of Students Scoring n
L6th Percentile | 16th to 49th At or Above 50th Percentile

Read Math  Lampuage  Read Math  Lenguage  Read | Math  Language
Total Total Total Total  Total Total Total  Total Total

|

Grade 7

1980 3 0 2 47}/ 3 W )l 2%
Crade 8 ; \ o | N | ,
IUJNY: 30 15 9 30 50 nooon %
\ \ r - “\\ Q ’ .
Grade 9 - Y
U7 L) B 1/ 57 19 (T A I /!
N\ \

62

X e,

A4
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repeaters we do not want to suggest thét the faculty or administration
is callous. They aré not. They feel cadght. They try té cope by
working with the students they get. They ofier extensivelfutoring Q~,ﬂ/{
services before and after school and they do reach out to parenté.for
help and support. Sevgral teachers note th;t they seevprégress 02T
time. They see a drop in repeaters and a drop in‘students eligible

for Title I by 9th grade. The fagglty points to these results as.
justifigation for retaining the bresent program.‘ Table 54 displays a
three year sequence of CAT scores in reading and math. The data starts
with a 7th grade class and fOliOWS it thrdugh 9th grade.

Thege data show student}progress over a three year period. By 9th ’
grade 257 of thé students are scoring atuor above fhe 50th percentile in
veading (sge Table 53), while the number of students performing below
the lé6th percentile has been reduced by 16 percentage points. Do these
improvemcnts make ;his an efféctive or successful school for minority
students? Venezsky and Winfield (1979) and, Winfield (1982) in two

studies detined successful elementary schools as "...those urban and low

SES schools which had fifty percent‘qr“mpre of students at each grade
level reading at or above na;iOnai norms on standardized réading
achievement tests." (Winfield, 1982, p. 1) Polisher does not approach
the Venezsky’and Winfield standard at any grédé ievgl; neither do any
other low SES minority junior high schools in this city. bThe Polisher
faculty and administéation[ with few excepgions, believe it.is an

éffective schonl. They cite the humane treatment of students and the

modest improvement of scores as evidence of success in a system that they
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believe makes it diffigult to succeed.

The Exercise of Instructional Leadership

I3

In describing the A+ program we have emphasized the contractual

nature 6f the agreements between gtudent, teacher, parent and a&mini—
stration. We took one key policy from the handbook, the promotion/
retention criteria, and examined the kinds of problems it generated. K We
saw the negative results of striking out on a path that no other s;hool
.accepted and the apparent ambivalence‘this staff feels‘about making
adjustments and accémmodations to change the situation for those who fail.
We have said little about efforts to improve the quality of instruction
at the classroom levei,“and we turn now to that critical issue. In

this seéfion we will look-at how the school is organized to maintain

and improve thé quality of instruction. We will examine these questions:
Who are the instructional leaders? What do théy do? ﬁbw does their
leadership affect the quality of instruction? Answers to these questions
emerge by understanding how the forﬁal and informal organizational

structures support or hinder the instructional program.

-

The key actors in the in-tructional program are the principal, the
vice-princ#pals, the department chairs, district or central office

supervisors and the classroom teachers. At Polisher the principal sees

RN

himgelf as the final arbiter of policy decisions related to the instruc-

1

€

tional program. He says he is the instructional leader df the school.
But he does not involve himself in day to day monitoring or supervision

of the program. Those responsibilities are delegated to two
N 4
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\
‘\\)ice—principals. Each vice-principal is responsible fqr approximately - ‘
half of the departments or subsect areas irn the school.. Vice-principals
e
réﬁiéﬁ“ﬁhe lqsson plans the faculty submit each Friday. They attend
regularly scheduled department meetings. If they are unable to attend a )
. g

department meeting,tthey readAthe.minutes of the meeting so that they
can inform the principal of progress or emerging concerns. Department
chairs in turn report to the vicé—pni cipals. Once a mgnth all depart-

F
ment chairs meet with the principal to discuss instrucfional matters.
District and central office snbject area specialisfs and supervisors also
work with individual teachers, departments or the entire facglty.
Contact with these external resources is made through the p;ipcipgl or
vice-principal--occasionally through a departmept chair. The principal
and vice-principals are each expected to make formal and informal
observations. All threce supervise'discipline issues. The vice-principal
appears Lo be the key cénduit of infofmation to and from the principal-to
and from the department chairs. In'addition, the three.full—time.
disciplinarians or deans function as grade chairs who promote communication

\ ~

across départments in relation to issues that concern a whole grade.

. . . : i i .
- Principal as instructional leader e

First we will look at how this faculty views Higgins' role as the
instructional leader. The faculty generally credits Higgins with setting

a tone which emphasizes the purpose of the school. A teacher involved
. l'

in curriculum development at Polisher states:
. . \ .

. N

Higgins, from the start, has\emphasized the need for getting

back to basics, for making demands of our students and demanding -

of «us that we work towards utilizing our potential to its fullest

and to get the students to do the same kind of thing. And the

whys and the whereforas of it. ‘ -

- .
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A .teacher active in union affairs lists the reasons she thinks Higgins

~

qualifies as a viable instructional l;ﬁdeq,
)

He has pushed for a uniform curriculum in a school system

that went in 1,000 different directions in the '70's~~-one
curriculum. He has pushed consistency in grading standards.

He has impressed upon us that we should not give students :
a break; in other words, he once said if they didn't learn

it--they didn't turn it. ~ . ol

In addition to pushing for consistency in grading and standardization of

* ¢

curricula and texts at least two teachers credit him with taking a “

) /
personal interest in what happens in¢classrooms.

Well, he has insisted that we follow the curriculum guides g
that are provided from the board. 'He has in fact, monitored
classes and lesson plans and so forth. He's very much

interested in how things are taught and what is being taught.
v

- - z

Well teachers who don't know how he tells you how to make 3
lesson plans, he shows you how he has seen to.- it that every :
teacher has a set of the compgtencies expected in your
discipline. He sees to it that each teacher has the .
curriculum that is expected to be taught at your grade level.
He further sees to it that the vic;—principals check your

.. lesson plan each week and comments are made with your lesson
plan and of course™that is directed from Higgins that the
vice-principals do it. [ would say he is an instructional
leader.

¥

These comments are discrepant with the perceptions’ of other teachers whom

"

we will cite later. They see Higgins as having little on going conneétions

with classroom teachers.
n 7

A few teachers rie rather vague in response to our question about

the inst?uctional leaders in this school. ‘At least two were hesitant.

One said, "I guess the principal would be." Another said, "I suppose he
v ' . \

heads the entire school. I know as head he sets the policy, I suﬁpose.”

. A :

.

- Y : .
She felt that departmental chairs knew more abbutjhow the principal
. -

L . 249
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'

functioned in regard to instruction. The vague responses we got from
. ’ . . 4 .- »

' - . : . [‘f‘ ) v
a couple of teachers may be related to a theme we'picked up in at least

three interviews~-the discrepancy between what's on paper and what's

actually done. One teadher'generglizes her feelings about the’admini- -
. G - . N R -
stration's role in the instructional program by saying, "I think they

are 1nterested but they are not involved. There 'is a tremendous emphasis .

»

‘. “ . . ) _- 0 %

on writing thlngs down and there are files and files on what you (must)
. g’ ) - " v
X . ' g &/

do, but nobody comes to“see what you are doing.

.

Another teacher raises a similar issue. He sees the pr1n01pal as
. : o

very demanding. But the demands seem to lack depth and immediacy.
I don't know...He demands certain things. I don't know if,
that's really belng a leader, but he does demarnd a lot of
things. I don't- thlnk one” pérsdn. can be/the complete
instructional leader, I think it can be, but it has to filter
down to the right people and you have to have people in each
curriculum, really understand the curriculum, then bringing
it down even further. ‘\ .

¢

% -
Other teachers agree that the pr1n61pal is - p‘obaLly too distant from the

MRt Y

teadhing process to be helpful in the classroom. Further, at least four

S ¥

. fi : )
felt that if the princgtal lacked in depth knowf%dge in thelr subject

=0 &

L

area it could be dlfflcult for h1m to adVlse or lead them. Their
reactions comfirmed Gorton's (1971) findiﬁg that'"...perceived expertise

appeats to be,the most important fé%tor influenciﬁg the likelihood that

a teacher would approach..." a staff member for instructional assistance
. .

(p. 326). At the secondary level instructional expertisé is often
. 0

<

attributed first to the department chair (Gortop, 1971)." A teacher at

Polisher gives her reasons for nominating the department chair as the
$

7 . . .
best source for.teacher assistance on instructional problems.
. . v
\\ -~
N
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Well it could be the administration if they -have the background.
Higgins[ background is in the workshop--shop teacher. I
don't know how much he knows about Math, History and English.
1t depends gg the background of the admjnistrator whether or
not. they .,should; it should be in their hands. I think 1t .
could be the department chairman. They're.responsible for °
each department to see that they get books. They mlghﬂ be
a better source for leadership than the administration. They
. know the problems the teachers are having and what should be
taught. Alot of these administrators have been out of the
classrooms for awhile and do not know-~they know what's going
on but may not be doing everything they p0551bly can to
improve the structure. The department chalrman might be
the best source for the solution.

Another réservation several faculty,members expressed concerned
Higgins' visibility and accessibility. They contend that he's out of

the building too often and not visible in the hells or classrooms. Two
. \ - R ’ ~
teachers comment on this concern. The first is a senior member of the

staff; the second has been at Polisher for four years.

...he's got, I think, too many coals in the fire. He's got
too many other things going for him and he is not as accessible
to some important people in this building. I think, you will
agree, that no principal by himself can run a school, even
if he is the greatest principal-greatest admlnlstrator in
the world, if he his a staff that is not working with' him .
100%, he's not going to be 100% effective, I think Higgins'
greatest drawback is his inaccessibility. /& don't know
that he is never accessible, but very often he is not here

4 when you need him. I don't know whether it is by his choice
or because the powers that be downtown or at the district
of fice are constantly calling him out of the building. I
think that inaccessibility-is'perhaps'the biggest fault I
can find with Higgins.

ile's never around. He's not here more than he's here. He's
out. of the building a lot 4nd { think he would be a lot more
effective if instead of coming into the halls with his bull-
horn trying to get kids out of the halls,--if he were in the
halls three or four times a day it would help us, not once
every other day with his bullhorn. More visible to the
students, knew more about what was happening. Maybe he

does and maybe I'm wrong, but I think he needs to be more
visible and then teachers would be more apt to go to him.

~

| . st

v}
¥
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‘ Table. 54
. Teacher Perception of Principal Higgins
- . ‘ Hall Monitoring
!
\ e
Number of Times Daily '
Principal Monitors Pupil Number . ™
Hall, Cafeteria Behavior Responding _Petcentage
. , “y
. . -
{ 4 or more "20 28.57
2 or iore 15 21.43
1 - 12 17.14
0 10 14,29 -
e . iy
Uncertain e 13 ¢ 18.57

Total 70

o

Data Source: Additional Information Survey

ey, T
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Like, if you saw him in the halls and would say Higgins—-
* deal with him like we deal with the counselors and the
Dean of students, it would be even better.

A teacher with over ten years experience ip the school summarizes
¢ .
the feelipg expressed by others regarding Higgins' visibility. 1In a Z
reflective .mood he states:

.~ Even though it slipped a little, it's still a great school.
I'm no't sure of "the reason, but may be one of the reasons

. is that Higgins is not arodnd enough. He's out of the
building too much. He's a very impresi}yésmaﬁ. He could
do:a lot more. He will back you,- he will back teachers;
he's very good in that respect. But he should do more,
he should get on that loud speaker more, be in thé halls
more, his ptesence should be felt. He's a- leadership type, -
...a good solid person. (But) He doesn't do enough...
at ieast in the school. I don't know what he does-outside
the school. He may do some things there, but not in the
schovl, where it really counts. In Armand's earlier years,
he was in the school all the time....later on he was even
out more than he should...sometimes you have to be out.
maybe, I don't know. Most of the time you have to be here.
If you want people to follow youv you got to be leading.

Faculty~coﬁments about Higgins' visibility were divided in our
interviews. quliﬁgs.were strong on both.sidés. ‘The results of our
_survey conducted in May l9gzbindicate that 67% of the staff saw Higgins
last ;ear at least>once a day ﬁoﬁitoriné the halls agh cafe%&ria, thle
'%3% n;ver saw him or feel udéertain of his presence in those locations
‘(seg Table 54, p;236).“ Our own observation of the principa; during
eight whole’days‘(6 hours du;ation) éhow that he generally made one tour
of the building per day. On our half day ‘observations we seldom saw him

[3

tour the building.
%Jhile,Higgins does make at least one tour gf the buildiﬁg per day,*

several teachers feel that his presence is not felt in the halls'and

cafeteria. They feel he could be more supportive of their school wide

H

o
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. N Table 55 . ‘
Number of times Principal Hi%giﬁs
~ Observed Classroom Last Year

»
-

el

\ N ) ]

Number of Times Teacﬁer.

Reports Being Observed - Number - .
Last Year . Responding , Percentage
More than 3 . 12 % 19.05
' . . Ial ; .
2 : 3 20,63
) i
T 7 11.11
o . ! 49.21

Total - 63

v
) : -

DatawSource: Additional Informatjon Survey

'
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responsibility of_ﬁhintaining order) and discibline if he were more
visible in those locations. Two tedchers suggest that Higgins' extensive
. : \ ,
involverent in educational politics may take him away from the school
] _ ,

and thereby weaken his effectiveness as a leader. This concern is

prébably heightened for faculty who recall the previous principal's

)
L

emphasis on the visibility of all administrators.
A second:way a faculty senses the'Personal presence and involvement
of the principal occursfyhgp he or she makes observations’of classroom
teaching. Our survey-data indicate tﬁat siz of:fhe teachers said that
" Higgins ;isited théi; classrooms to observé their teaching; AQZ-said he
di&fnot observe them (see Table 55, p.238). Data collected dufing~the
researcheis' observation of the princiéal confirm the survey data.
During the 15 half- or whole-day observations, he made a total of thrge
classroom visits to observe teaching. All three viéits were about ten
minutes' du;aiigh;‘ Based on one of those visits he filled out a check
list evaluation critical of the/ieachers performance. <Making teacher
obserwgtidns and.evaluations.is not a top priority for Higgins. He
aelegates most of that responsibility to his vice—pfincipals. He contri-
butes to the effort but does not provide.leadership by doing them
frequently (see Table 56, p. 240). He suggests that "it is a waste of
(his) time to do observations other than to build a cagﬁ_for unsatisfaétory
performance." |
Hisgins does reqdire teachers to prepare weekly lesson plans. Few

junior highlprincipals make this requirement of their teachers. Most are

f - {
satisfied if teachers write -a couple of emergency plans which can be

259
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Table 56

°

Principal Higgins' Instructional Leadership Profile

Factor - Mean : Number

Coordinates and supports '
instruction 5 .53 - -

Observes and evaluates
teachers ‘ .99 .

Establishes an academic¢
climate : : 1.27

Establishés goals and
responsibilities - 1.20 . i

Allocates resources .86

Total ' ' 71

Provides leadership = 2,0 -~ 1.34
Contributes to leadership 1.33 - 0.67
Neither provides nor '

contributes to leadership

'

i

n

0.66 - 0

Data Source: SOIL




- 241

9
, \
Table 57.
Number of Times Principal Higgins ro
Requesteg Lesson Plans Last Year T
. ot };\"\
Number 6f Times Lesson Number’ .
Plan Requested Last Year . Responding Percentage
10 br more 39 - 65.00
T 8- 9 o 0
L ) _ .
‘ 2 -5 , 4 ' 6.67
. v ! ! -;.
1 . 5 8.33
None 12 20.00
- Total //%@60
: . &
3 .

- .

Data Source: Additional Information Survey

KN
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given to a substitute on ‘days the regular teacher is absent. Higgins
encountered considerable resistance to his demand. Man{dPolisher °

teachers who have taught at the school for ten or more years felt it was

pointless to require lesson planning. They felt that they were exper-

'

ienced in teaching their subject areas and lesson planning was an
imposition which made for more paper work and in their view had little
benefit in improving instruction. Severalvgeachers complainf? that the -

lesson plan forms encouraged cryptic, ske&éﬁy plans and they would prefer
2 - "
submitting the detailed lessons they write in detail and agtually use.

Other teachers accepted Higgins order ds a reasonable request or as

g '

something that had to be done. A few stated that filling out the forms

weekly had forced them to plan more. carefully. We asked (see Table 57,

p. 241) teachers the number of times the principal requested lesson plans
last year. Sixty-five percent said that they were reqhested ten ot

more times, while 20% said that he did not request them and eleven did

’

not answer the question. Lesson plans are due in the office each Friday
: 3

as an establiiyed‘routine.' Some of the disparity in teacher responses
5 - : .

may be due to residual resistance to turning them in.

Overall “instructional leadership on an active daily basis is not
. S | —

3 ) “
Higgins' top priority. However, he does maké a useful contribution to

the instructional progfam by "establishing an academic climate' (see
T;ble 56, p-é&O). On memoranda and in meetinés he urges staff to keep a
étrong sense of discipline so that effective instruction may be possible.
Repeatedly we heard from teachers that Higgins backs them 1007 on

discipline. He also prides himself in being "a back to the basics man''.

¢ )

25
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. Table 58 ‘
Faculty Perception of Principal Higgins' Priqritiés
Rank Order Area of Responsibility Mear’ Number
. b
“"’c
1 )
2 Instructional Leadership 2.53% 65
School/District/Central :
Office Relations 2.915/ 65
3 ~ School Community Relations 3.065. 70
Student Relations (A 3.065 70
. < —
Busiriess Management 3;?46 65
N l '
4 i
5
Data Source: Additional Information Survey
a1 = highgst priority; 5 = lowest priority
!
/l . ?
¢

s
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lle emphasizes in contacts with students that scbool is not play. His
endorsement of the rules and responsibilities expressed in the A+
|

Handbook his beliefs confirm his commitment to the maintenance of a
<

strong academic climate.

He also is perceived as making a contribution to leadership in
establishing goals and responsibilities (see Table 56, p.240) and in
initiating these activities:

° I@stituted-plans for major subject areas

! .
e Reformed the grading and promotion system
o Standardized texts—--one text for each subject area

e Instituted new lesson plan format

o Required mid-year and final exams be keyed to subject area
plans and rexts.

In reviewing the data on Table 58 which displays ‘a profile of
‘faculty perception toward the principal as an instructional leader we
note &hat in four out of the five factors he is seen as making a
contributic: ..+ in one factor he neither leads nor contributes. Over;ll
the'SOIL'survey suggcsﬁs that he makes a contribution to instructional
leadership but is not a strong instructional leader. %ﬂese perceptioné
receive further validation when we look -at the way the faculty assigns
rank nrder to Eheir perception of Higgins'‘ priorities (see Table 58,
p. 243). The faculty did not as;ign any of the five avreas of responsibility
to first place. Instructional Leadership and School/District/Central
. o
0ffice Relations tied for second place}with the former taking lead over
the ;ater in that position. The remaining areas of responsibility
J cluster in third place in aescenaing order of priority--School Comﬁunity
Re:iations, Stiudent Relations and Business Management,
260
Q _ : , .
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Vice-principals as instructional leaders

!

At Polisher the two vice-principals are expected to be initimately

involved in monitoring the instructional program. Dr. Barrett, ?ne of
the vice-principals, sees Higgins '"as a strang curricular man". He's
set up a structure, in her opinion, that "leaves nothing to chance'.
However, he has cléarly deiegated responsibility for supervision to the
vice—pridcipals.~.Barrett.feels free to make the decisions she feels

are necessary. Our field notes record her sense._of confidence and

autonomy.' Y
' . ? . 2
Researcher: I'm interested how the decisions get made regarding
. the instructional programs. Are there certain decisions
{ only Higgins makes? Are there others that you as

vice—principal would make? Are they delineated
in some way? :

Vice-Principal: Higgins says that whatever I say he will back me

’ up.... I can make any decisions that I want to now.

If I have any questions before I make the decisions
I will discuss it with/him. But just ordinarily
whatever I say, he will back me up with the staff,
with parents, he will never go over me. He said I
might be wrong, wrong, as hell but I will stick by you.

‘a

®

\
i

Researcher: He delegated the responsibility to you, it's yours and
you do it. / (/’
Vice-Principal: The best I can. /
: | ‘
Researcher: You confer but it sounds like you've got a lot of
. autonomy.

 Vice-Principal: I do. I can do anything I want to.

As we noted in the previous section Higgins shareé-the responsibility
for observatiounus and~evaluations of teachers with the vicé;principals.
In a conversation with Higgins he described how hé assigns a priority
need for teacher observations. Because substitutes havelthe least
cxperience "they are checked on everyday. New teachers, weak teachers

(3

and long-term substitutes are observed regularly". Polisher has 12

/S
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Table 59 ¢

Number of Times Polisher Vice-Pringipals
' Observed Classroom Last Year

o [4

Number of Times Teacher

-Reports Being Observed . Number
Last Year Responding Per§5922€é
(;g i
More than 3 410 16.39
‘\7.\-—-4""'///L‘— ",
2 . 11 \ 18.03
1 _ 17 37.87
0 25 37.70

Total 61

Data Source: Additional Information Survey

s
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long~-term substifutes (4 math, 2-science, 1 rqui;g, 1 English, Ax

special eduCation?. Higgins implied that "thé;e people keep our «

vice—brincipals éery busy doing obse\;ationéﬁ. : <I:fz .
According to one vice-principal Higgins sets up a téble of

el
observations twice a yé;;T\VEéch administrator i%\expectgd to do 10

each semester. So it is possible that a teacher woldld be observed

~ approximately once every other vear. Many teachers sgid they were

.’/

. - [y -
‘ observed at irregular intervals. ’ And two experignced tegghevs”ﬁbted
» /'/”v. " v

I3 P

they&hjd never been observed. Thgjgﬁqefai“iﬁﬁ;gggigg\we get is thatj

e

vice-principals follow Higgins' prjdrities closely and have little time

-
o~

to observe teachers who are performing moderately well or better. QOur

survey data show that 62% of the teachers report they were observed one

-~

or moke times last year; 387 say they were not observed (see Table 59,

p. 246). - )

o

: E4
: In March of 1982 the principal ;Eiged the faculty together for an
Open Forum. Evidently several faculty members had expressed concern about

the sq&ool.progrgm and wanted a chan?g to é}r their feelings. 1In the
course o? this meeting statements were made onta variety of subjects
mostly dealing witi}éhe improvement of student discipliﬁe and tiéhter
éontrol in the halls. At least two staff member; felt th%t the
administraﬁiop should Ee more active in monitoring weaker teachers and
suggested the need for more observatiops. In a follow-up meeting with
his vice-principals Higgins urged ghe vice-principals to make more ,

A . S . . o
observagions. The vice-principals agreed. Six weeks later we continued’-

. : D tiers . v
to probe for the reasons it was still so difficult-for administrators to

\ . b

g 4 .

O
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.make observations. The following conversation occurred between one of

our researchers and a vice—principal ‘at Polisher.
Researcher: Why is it so hard to get into thg classroom to observe?
Vice-Principal: 1it's very time consuming. It taKeg 40-50 minutes to
’ observe. An hour to write up. Then I like to hold on
to it a day or two to mull over my reactions. Then I
hand_deliver it to the teacher. 1In some instances a
; ' conference may be desired by either party. That might
mean involving union representation. Then finding a
mutually convenient time can be frustrating. These
.are so many competing_priorities that can get in the

- , ——_ o
- Researcher: - Do you know any vice-principals or principals in this

system who observe regularly? .
Vice%?rincipal: Well I'm taking this Executive Instituté and the
. instructor was absent. So we all talked amofig ourselves’
and the topic of observation came up. One principal -
said that he and his vice-principals do five observa-

tfons each per week. _ .
{
Researcher: How do they find the time? ‘ ’
Vice~Principal: They set different priorities. Now we are doing more
' observing. It isn't the full 50 minute type, but more
of a quick check up. (She shows me a new check list
for observation.) This form came into being becausg
—\)\ the staff asked for morF administrative~supervision

so now they've got it.

" Rescarcher: How long have you been doing this?

- ey \’. '

3 ‘ . .

“JIn-.a similar vein we pursuead the same questions with the other
p 2 q -

~

vicegprincipal. l
, Researcher: ‘In many ways this is a goéd school. Teachers care about
! o ! Kids., Discipline is strong and supportive. Teachers
, . stand in the halls when classes pass; 3 Deans handle -
’ . - “discipline all dayr for edch grade; three counselors, ‘
.o 2 vice-principals and the principal are ‘all engaged in-
" ° maintaining order. Everything is in readinéss,fqr ‘the

. , -7 got two or three certified teachers, two of whom are
o Ty e gphtspanding?anéithe rest long-term substitutes (I got -
. - _this impression from the Math supervisor)..- You're
- supposed to monitor tife math program. They need your
, help. How often can you work.with them? -~
‘Vice-Principal: . Not often. . LA ¢ i '
P ;f,; : C D .,
\ 26
- . ' \ . S~

20

M.

academics. Now let's look at ‘the Math Depertmant. You've
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Researcher: Flve or 10% of your time? : ,
Viee-Principal: That's right. I'm swamped with paper work and
discipline problems.

Researcher: " . I know you are, but I don't understand. So many peoéle

are working on discipline.

Vice-Principal: Look, it takes all of us just to keep the 1id on.
Between watching the substitutes, handling special
education placements, budilding repairs and dlsc1pline
problems it leaves little time for instruction. It's
possible that Higgins could take me off of all that
other work. But it would fall back on me. It's a
system problem. You have a department chair who has
no authority so it falls on the vice-principal and
we simply don't have the time.

— - .
This vice-principal ‘makes three points that are instructive. He
: ) o,

supports the other vice-principal's contention that vice—princibals
.cottd make more’ observations if that became a school priority mandated
and monitored by the principal. Second he feels that discipline is so

complex that it requires constant attention by many key people to maintain

-,

a well disciplined climate. Finally he suggests that the department
chair might be able to do the job but lacks the authority or time.
Recall that teachers, too felt that department chairs because of their

" more initimate knowledge of a particular subject area and of their
colleagues needs could therefore be helpful.

[y

The results of our surve Sources of Instructional Leadershi
y’ y

- |

offer a profile of how the staff perceives the vice-principal's role as

|

instructional leaders. In four ouf of six factors the faculty credits

4

the vice-principals as making a contribution to leadership by improving
.the use of instructional materials, by directing and supporting
instruction, by communicaging an academic emphasis, and by maintaining

an academic clipate. They provide leadership in observing and evaluating
e,

265 o
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Table 60

~ Polisher Vice-Principals"
Instructional Leadership Profile

Factor Mean . - Number

Directs and supports .

instruction T4
Maintains academic climate - 1.17'
Improves instruction - ) .68
Organizes resources .50
Observes and eQaluates

teachers . 1.38
Communicates academic

emphasis . .88

/

Total 71
Provides leadership = 2.0 - 1.34
Contributes to leadership = 1.33 - 0.67
Neither provides nor

contributes to leadership = 0.66 - 0

-

‘Data Source: SOIL

v
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teachers. They neither lead nor contribute in the area of orggnizing
resources (see Tablel60, p;250).
Lawrénce seems completely swamped with discipline problems,
: Y
Spegial Education placements and building repairs. He has little time
to supervise or diiect thé instructional program. Barrett says that
about 50% of her time is devoted to the instructional program, with
the remaining time given to general management tasks including discipline.
1h ipterviews teacheré and department chairs frequently said-they

~

deferred to the vice-principals if they had instructional~questions or
concerns. Faculty responses on the SOIL suiQey iﬁdicate that vice-
pfincipéls are seen-as‘useful contributors to the instructional program
but théy assert leadership in only one area.‘ Cértainly one of the
reagong they do nat léad can be traced to the fact that they do much
"catch.up and clean~up \work. Theif jobs are not organized so that
insfrqctional éupervision is~their top priority.

Department chairs as instructional leaders

We learned from several teachers that the department chair should
‘ ‘ A

be a natural choice as instructional leaders. Teachers sense that
department chairs understand their needs and therefore are in a
position to make credible suggestions. Their perceptions appear to be

statements of what some teachers wish might be the case rather than what

A
is.
s

/ - - . .
{ “The role, as it is currently defined, is so weak and ambiguous that

the department chair functions as a clerk or at best as a peer without

.

administrative authority. One chairperson at Polisher describes the

’ o
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chair's situation and function thié way:

The distribution, collection of tethooks, seeing to teachers'
requests for supplies, formulatlng a Department Plan and to
some extent seeing that it is carried out. Basically, 'leading
department meetings. There is very little control a junior
hlgh school chairman in any ‘area has over the people that are
worklngvln the department. : There is no time allotment to
observe teachers; then again, there is not a special test given
to designate a chairperson in junior high school which is
possibly why the responsibilities are limited tv mostly
administrative kinds of things--not even administrative,
because an administrator can observe teachecs. But the
department chairperson in afjunior high school has very--
almost clerical duties, because, again there is no tests,
but by the same token you can't tell a teacher what to do
because you're an equal and not a superior. So, you make

. suggestions or you talk to someone to help them.out or
point something out. They can listen and they can choose
to follow your advice or not. It's a very strange position--
there's a lot of reSponsibility‘and.theye is really no
compensation. The only thing you get in this role is having
no advisory (homeroom). -

The profile data .we collected on how staff views the department

_chair’'s influence in instructional leadership supports the widely held

belief that it is a weak role. In two out of the five factors—-"'Improves
. . ‘a
the use of Instructional Materials' and '"Clarifies Instructional

Direction''--department chairs contribute to the instructional program.
g

But they neither provide leadership nor contribute to leadership in

projecting an academic emphasis, securing resources, and in developing

collegial relationships (see Table 61, p. 253).
In some departments where the chair is perceived as.weak faculty
will ignore the chair and go directly to the vice-principal in charge of

the subject area. One of our researchers asked a teacher working at

.Poliéher for the last three years whom she sought out for help when she

.

had an’ instructional problem.



253
Table 61
Polisher Department Chair
Instructional Leadership Profile
Factor’ Mean Number /}

Improves use of _
instructional materials .74

€

. Projects an academic
emphasis 47

Secures resources .34

v

Develops collegial
relationship .35

Clarifies instructional

direction .84 ,
TdEal : 71
Provides leadership = 2.0 - 1.34

it

Contributes to leadership 1.33 - 0.67
Neither provides nor o
contributes to. leadership 0.66 - O

it

Data Source: SOIL
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Barrett. I tend avoiding to go to Carter (the department
chair) only because I get the feeling that she goes to
Barrett anyway. She doesn't seem to mind us going to’
Barrett, she regirs us to Barrett any time there's a
problem so I ju go to her with whatever problems I have.

Admittedly a stronger chait’&ight find ways to transcend the
limitations of a poorly defined role: Also, a coﬁesive depértment which
has worked through its instructional program cooperatiQely Jight be
able to run itself with little need for frequent supervision. A
veteran science teacher.describes the way his gepartméht maintains
cdhsistency and uniformity in what is taught in 9th grade.

Departmentally we try to be as consistent as possible'with
each other. We try to keep the classes more or less together,
utilizing the same text books. So if there happens to be any
transfer of students in the sghool, the worse that can happen
is that they would be a ghapter or two off. That 's what we
- ~ try to do. We also have what is called departmental testing.
" So within the department we_have our own mid-térms and our own

{ finals. This wav we know whether or not-the kids are up to

par with each other and more or less what grade. Individual A
tests for the chapters the teachers have to give on their

own. There are certain units where we have the same tests

for every teacher. For exampI%, we wrote up our own ninth
curriculum. UNinth grade science is not a mandatory program.
We have our own curriculum and within that curriculum of

ninth gradeérs we have what we calls our own rat study. There
we have constant quizzes and tests which are identical.

Every single class gets the same thing. ''hat's the area

of testing as far as the text books are concerned.

S

In this department it seems possible for teachers to make a plan and
execute it with consistency. But in less cohesive departments plans and

actuality are less than identical. 1In the reading department they too
produce plans but that does not mean they have a consistent or unified
approach. This department is at odds with its chair. They fquuently
circumvent her requests or ignore her. We asked the vice—prindﬁpai in

charge of~tfie reading department how she monitors compliance with the
\.
2?/{)
O
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- Table 62
&
Leadership Score for Polisher ' {
Reading and Math Specialists
Factor Mean Number
Improves instructional
materials @ .28
Improves instruction .15
Supports academic emphasis .34
Develops direction of
‘instruction .28
Structures program - .21 v

Supports coordination of

instruction , .32
Total N [ 71
Provides leadership = 2.0 - 1.34 .
Contributes to leadership = 1.33 = 0.67 %
Neither provides nor 5

contributes to leadership 0.66 ~ 0

Data Source: SOIL
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s Table 63

Leadership Scores for Polisher Teachers

Factor) » Mean Number
Develops learning climate .88
Supports c¢olleagues // .18
Organizes program ﬂ/i7’ “.37 .
Rélates to direction of //
- instruction ' _ / : .54
Coordinates with colleaéues .26

Develops instructional

materials. .34
Total " s
Provides leadership ' = 2.0 - 1.34
Contributes to leadership = 1.33 - 0.67
Neither g?ovides nor S
contributes to leadership = 0.66 - 0

Data Source: SOIL

7
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Table 64

Summary Factor Scores for
Polisher Leadership Roles

Role Ll ’ Tot;l M%an Score .
. i
Principal .97
Vice-principal - .89
Department chairs ’.55
School based math and . //////,
reading specialists . .26
Teachers ////ﬁ . .43
- T T T
Provides leadership- ’ =2.0 - 1.34 ,-\
Contributes to leadership = 1.33 - 0.67
Neither provides nor : .
= 0.66 - 0

contributes to leadership

Data Source: SOIL.
: . . i e
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plan. Her response was candid.

Well that's hard to say. There is a reau g plan. I dd

read each teacher's weekly less n. I also receive
feedback from the department c! her response to the
lesson plans. On paper it loo: they're complying.
But there's no way to know withu  jetting into the

classroom regularly.

Paper plans cannot tell an administrator what is going on iﬁ the
classroom. The administrator understands what is -actually happening
only when he or she enters the classroom, observes and §ubsequen£ly
beginas Lo thk about the observation with the teacher; and yet the
aced for making teachers accountable on éaper persists.

In concluding this section we look briefly at how the faculty
perceived the roles of school bésed reading aud math specialists, and
teachers in tﬁc exercise of instructional leadership. Table 62 shows
that this faculty does not see school based math and reading specialists
as providing leadcrshkp or ¢ontributing to leadership in relation to
any of the factors listed. The faculty does credit teachers however
with contributing to leadership in the area of developing a climate
for learning (sce Table 63). The summary scores for each role survéyed
bv the SOTL instrument (see Table 64) does not show one role providing
strong leadership in thc'school. Both the principal and vice—?rincipals
are perceived, somewh;t equally, as contributing to leadership; and

department chairs, school based math and reading specialisits and

teachers neither provide nor contribute to leadership at Polisher.

e v

Interventions to Imprové Instruction and Their Effects

S0 far we have examined the roles of the principal, the vice -principal

and department chair as they attempt to ecxercise instruct.onal lead=rship

274



at Polisher. Central issues like visibility, credibility, use of time
and lines of authority were discussed from the perception of each of
the key actors. Now we present two examples, .Pacing énd Mastery
Learning, which we think illuétrate some of;thé préblems this faculty
faces when it tries to implement a change in the instructional program.

Both examples were attempts on the part of the principal to use a district

!

or central office specialist to initiate chahge through staff development.
During our study the principal invited ti.. district readiqg
supervisbr to show teachers how to use a planning procedure called
Pacing. Developed by Venezsky at tie Univaersity of Delaware, pacing is
a process which requires the teacher to predict how long it may take
for children to master a unit. Thén teachers pace their instruction to
meet their anticipated goal. The method supposedly encourages teachers
to use time more efficieqtly ~nd thereb? permit children to cover more
material. Thé idea is Being used widely in elementary séhools within
Pélisher's district. Higgins thought that pacing might be beneficial
for hig reading staff. The initial reception was podr. Rarrett, who

monitors the reading department, tells what happened as she responds to

A

a statement we made.

Re.warcher: I get the impression that they are a comp&tent group
of professionals, but that they resist leadership.
They're going to go their own way.
Vice-Principal: That's right. We had the district supervisor come'in
to give a demonstration lesson and illuystrate how to
/ use "pacing'". The teachers were upset. They felt _ ~
it was demeaning to be told how to teach. Some said:
'Look I'We been teaching 20-30 years what can she
_teach me.' UNow we have insisted on pacing. Teachers
do turn the charts in but you can only write them
up if they refuse to turn the chart in. You can not
discinline them if they do not -in fact keep pace. So
it's tiard to know what pacing does. ,

7o /

O
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The principal, however, believes that pacing can make a difference in

how teachers teach; ﬁe sees it as a modest way to ma%p teachers more
sccountable. TFollowing the disappointing staff development §bssion,
Higgins continued to insist that the reading teache;F_do pacing. He
askéd parcents to monitor teachers' use of the technique when they made
classroom observations. Our f{ield notes reconstruct Higgins' argument
for pacing as ﬁe talks to members of the school's Tifle I Advising Team.

"I want you to notice if teachers are doing the pacing which
the union has objected to. I believe that not doing pacing
hurts students progress. Pacing is being done nationally.
If pacing is not implemented then you don't know how well
children are progressing. Their evaluators can't adequately
know what students are doing. I don't feel the union should
have anything to do with the curriculum., With teachers not ,
doing pacing its going to hurt our children tremendously.

If I pace I know where children are. I can tell where one
child is in relation to another. Teachers are destroying
themselves. They don't know what children are doing. Some
teachers don't want to turn in a lesson plan. Some don't
like the standardized texts. It's not the texts:fault; it's
that they're not teaching. If you see a teacher sitting

st a desk you know they're just dispensing work; they're

not teaching. How much direct teacg}ng is done?"

This meeting turned from an inférmation sharing session into an
impassioned plea for parents to monitor teacher compliance in doing
pacing. THiggins is upset with teachers for resisting his demand and

that secms to trigger his resentment over past scores. We wonder whether
parents cau be more successful in demanding teacher compliance.than
“was the administration. Teachers, like any other Qorkers knew how to
;abbotage the bosses demands if they feel they are unwarranted. They
will do the minimum to avoid a ruckus. They will submit the weekly lesson
plans, but not take them sgriously. They will turn in the pacing charts,

but not feel obligated to reevaluate their teaching if they do not meet

ERIC
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their goals. Teaching they believe is their domain. They might

. . . AN ‘
welcome suggestions, but they will resist ¢ -wands, This 1is especially

true of a seasoned staff who has been moderately successful In raising \

S

. /
student scores on standa dized tests.
/

In this example we see a common organizational conflict between
staff who perceive themselves as having the professional expertise to
solve their own problems and line authority who are legally responsible

for monitoring professional performance. Of course one way to mediate

4
.

this conflict would be to have those with line authority exercising
s

their instructional leadership in classrooms, but in this case they are ™~
"\

not.

Pacing was introduced to the reading étaff early in 1932. There

;

was teacher resistance at first; ndw there appears to be half hearted
compliance. Mastery Learning, unlike pacing, was introduced to the
entire faculty in 1980. ¥t was the oniy time since e writing of the

A+ Handbook that this fagﬁlty as a whole considered making a' school-wide

change in their classroom teaching. Initially there was interest in
’

exploring the idea. But soon interpersonal tensions within the faculty

N

and confusio&>about lines of authority thwarted an effbrf toward change.
Thés event may be a pivotal event marking a break in the spirit}of
interdependence and collaboration within the stéff and between staff
and administration.

We offer three views of what happened to Mastery Learning (ML):
The first represents the perspective held by several teachers; the

A2a

second represents- the point of view of Anderson, the central office

‘ . | 277
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supcrvisor, who LOHdUCtLd the ML Stdff development; the third is the

-

Vleka Reynolds, who was chair of the K(/SLeerlng Commlttee at the

time ML was introduced to the Polisher faculty. We start with the

- e

ra
< , 4

n

first teacher's comments.

Last year we liad staff development on masterv learning which
was very poorf& received. A lot of people, I guess, are
resistant to ngw ideas and I think that's what staff develop-
ment should be, so we really don't have much staff develepment
.and when there does come along something that is a real
‘opportunity for staff development it hasn't went over well.

Well, T can only talk agbout this last year in this instance

because in recent years, it's about the only one I can think

of that was really a true staff development. I really don't

remember the details about how it got here, but I think there

was a consensus asked for by the whole staff that they would

be willing to accept a staff development on mastery learning.
__And supposedly there was.a _general.yes, they wanted to learn
..more about it.

I know thag\sne of the people who b@céﬁe-very actively vocal
in favor of mastery learning was a person on the staff that
is not too oopular, and he is a very difficult individual and
who after the meeting, he just set himself up as--you had

to be there to see it--botause this person has the attitude
that he is a supreme teacher and no one can cven attempt to
be anywhere near what he does and he is just a very difficult
person to get along with. And‘as the things were presented
“and the steps  [or-mastery-tcarning and the monitoring and

the testing and re-testing and all the things that go in it,
pecple were tuld that they must do it.

Well, they wereu't told that they must do it in the fact
that everyonc 5 .rt of got together and said well I'm not
doing it--who is he tou tell me what T have to do or that

I have to participate; I hawven't said I would participate.
T just said I wanted to know more about it. But it started
at the point--yes, we want to hear about it and from that
roint it went to yes, T will participate, I will be
evaluated anc it changed completely from a staff development
which is just to present material and then maybe. In other
words, it was presented, but after it was presented it
wasn't asked--well, do you think this would work? or do

you want to try~it? And then it came to the next step--

co out and do it, and people were not willing to do it

for one recason or another or some people said, well, T

PN
) )
- < 76‘
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alrcady do something like that. It became a very
personality based thing because the person who was

charging everyone else to use the mastery learning or else--
not or else-—he had no authorlty really, but just saying if
you're not using it you 're not teachlng properly, that sort
of thing. As it turned around, he wasn't using it either.

Researcher: At anytime did Higgins, or Barrett or Lawrence say
that it had to be usedk-did anyone in authority say
that it had to be used?

Response: No;, but they came very clos They asked you to develop

. ) in your department certain thIMags that could be used

‘ from a mastery learning point oRwview. So, we spent
time in department meetings on maitery learning and it
was all for nothirdg. We wasted time. There was no
real understanding of what we were supposed to do.

In an inferview with the centr 6ff%ce suvervisor, Lionel Andersén,
who led the staff development in Mastery Learning, we got a difficult
point of view. In June, 1980 Higgins met with Anderson to discuss the
nossibility of ML for Polisher. Cribsequentiy, Anderson made a presenta-
tion to the A+ Steering Committee. Rober{ Reynolds, chair of the A+
Stecring Committee surveyed the faculty to assess interest. " Reynolds
reported that faculty opinion could be summarized by these three points

e

in a memo to Anderson.

1. The science department felt that its program already
reflected the use of a Mastery Learning methodology. |

1852

Others said: '"It's a perfect marriage between the two
(meaning the situation extant as a result of A+ and the
need to help failing students). It offers one way to
cut failures and pull students up to grade level."

3. In Title I reading, st dents cannot get above a '"C" so
they never carn become .{fastery Learners. But I do not
see this as a problem.

Subsequently, about ten teachers volunteered to take nine hours of

training in ML in late June. In the Fall of 1980 three school-wide

workshops occurred. In the final workshop, Anderson presented the

279
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rationale and mcthodoleéy associated with ML.J4 Then two staff members,
one a department/chair, the second Reyno}ds presented"ML materialé they
had developed. Near the end of the workshop staffWere asked to meet by
department to discuss their reactions. In the second staff development
session Anderson feviewed'the ML meehodology. Staff then moved into
depertment groupings to plan a ML unit. For the third session Anderson
brought tcachers from other schools who had success using ML to work with

.

the staff, The aim of this session was to write an inmitial ML unit for
cach department. In December a detailed memo jointly signed by Barrett
and Anderson and with the signedvcpproval of Higgins, expressec ! "the
hope that every :.eacher would use ML with one class nver a period of
several months so that a determination could be made as to its effective-
ness and compufibility with the A+ program.”

In January 19§] Barrett sent a memo to those teachers who had been
trained in Juec 1980 asking them to explain the reusons they no longer

~

used ML. Anderson returned to Polisher in March to meet with a dozen

"veachers who »till had some interest iu ML. About half of that group

were actually implementing ML;, the rest were considering writing a unit.

By Junc 1981 {aterest in ML scemed cOmpletely dissipated.
We have recorded the reasons one teacher felt ML failed at Polisher.
s ,‘ ‘ ‘ v, V A
rrom her'point of view, the reasons included: the staff have'been
resistant to new ideas, a peer who L%d no officialt authority got heavy

handed and insisted teachers use ip;and_finallthhe_gﬂyinistration came

S e S T
close to demanding its ‘use. ~Reyncids' view js someghat different. He
AP - ' . B ’ - '

N ~

believes that the &+ commitier was being blamed. for initiatives an%f
\ K

) . ]

/
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demands which the principal was making, such as submitting weekly

lesson plans. The role of the A+ Steering Committee and its authority

became confused. Therefore, when A+ and especially Reynolds took

- .

leadership. in encouraging participation in ML some faculty felt he was -
responsible fotr overloading them with still more extra work, Reynolds
comments:

he sccond year of A+ we began working with mastery learning
and people seemed very enthused about it,.but after a couple
of workshops,  tha:lesson-planning was introduced. Having to
submit weekly lesson plans.... was associated with Academics
'Plus. It didn't have anything to do with Academics Plus.
People seemed to/assume that the A+ Committee was
responsible for./lesson planning, was responsible for this,
was responsible for that, so we became the bad guy. And,
I of course, resented it, because this was not true,
Consequently, my enthusiasm dampened and I think a lot of
the effect of the program stemmed from the fact that a
large number of teachers, whom others respected, were very
much involved. And once we lost the enthusiasm, I think the
others did as well.

“Well I felt that since the committee had worked so
closely with Higgins and with Barrett that if there were
requirements that were going to be made of teachers connected
with Academics Plus, that we should have some input. Or.at
1least before these things are introduced tr the faculty at
large, we should be aware of it. Because I feel very awkward
when something is announced in a faculty iieeting that I have
no knowledge of. So.I cannot thereby explain to staff members
what's going on, and the rationale behind something.

[t seems as if the administration is just piling more
and more on us for no particular reason. And one of the
things that T kept saying was that ‘those pedple who were
going to goof off, were going to goof off no matter how
many Lraps you set to ussess how they're doing their job.

_ They are still not going to do it wherein those who were
conscientious were willing to give it an effort to deal with
the load they were just overburdened, and thereby demoralized
by all the things that they were expected to do. ‘

People'were really trying the mastery learning, the

mastery teaching and it just fizzled out, which is making the
whole situation here difficult, because most of us now have

281
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classes where 507 of the kids are grade failures. And if

you are not an enthusiastic teacher and you have a class

composcd largely of repeaters, it can' be devastating.:

Evidently Reyngldy, a teacher, "was performing administrative tasks
and functions without the title or authority.”" 1In the first year or two
of A+ when idealism and a cooperative Splrlt were a cohe51ve force the

faculty was willing to accept the legltlmacy of A+ as a quast dec1slon

making body. There was a close link between teachers and ddministrators.

Two types of behavior chan-ed the mandate given to A+ and its leadership.

.t

. First the administrators, namely the principal, made demands that in-

creased the work load of the faculty--weekly lesson plaﬂb The union

) )
contract’states that teachers must either provide weekly lesson p1ans

or emergency lesson plans., This faculty had been doirg the latter.

writing lesson plang an-top of all tlfe responsibilities agreed to in the

A+ Handbook seemed to overburden.the faculty. And the faculty at least
L . 4 A

according to Reynolds blamed him iii/A+ for the extra work. Secondly

I, ;-
Reynolds and perhaps others méy have ovetstepped their authority as

o

, Y
teachers. 1In a conversatirn with the principal he ment ioned ‘that A+ had

been problematic last year. |
well thére was some dissention.. .. Teachers were tiking pop
shots at each other. I cou]dn ‘t have that. So I had to

take over for a while. eachers didn't like some teachers
telling them what they should do or checking up on them.

Some teachers would say publicly you 're not doing a good job.

The A+ program feels stalled. It is not dead. But it lacks any
~X

significant forward thrust. At the March 1982 Open Forum which was

d- . aed to help Lhc qtaff get back on courge, out of 27 1tems discussed

only foqi T o o] the.lnstructional program. Of the 23 items
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remajining the majority are recommendations for improving student disci-

3

pline. Of the four that relate to the academic program one is the

/

principal's reaffirmation to retain students yho do not meet minimum

standards; a second reaffirms the need for the staff to abide "actively"

f

by all of the rules in the A+ Handbook. The two remaining items are

similar in content. One teacher expressed the wish that the administra-

gion would ''read the rioé act to weak teachers'"; the other was a plea to
drop the tgrm A+ from the Polisher program. This teachqg feéls that
"Those who do adequate jobs wi%} continue to do so, those who do
mediocre jobﬂ will continue in that-fashion and those who dovpoor will

still do poorly. Administration should deal with faculty who refuse to

f

perform adequately and not lecture those who abide by school rules. The

administration's response to these two issues was almost identical.

"Academics Plus will continue at Polisher Junior High. We
are not performing adequately when we 'cover up' for inadequate
performances of others. Administration does not see everything
and cannot be in all places at all times."

- .
Earlier we mentioned that Higgins did increase the number of

-~
observations by asking the vice-principals to do so-—-that action was a

\
Y .
Fesult of the Open Forum But the tone of the last quotation is

disturbing and may give a partial explapation for some of Reynoids'
behavior. Reynolds was criticized by staff for saying publicly to
teachers that they "...were not doing a good job". We suspect that the
principal's fequest that teachers not 'cover up" for the weaker ones
encourages roie confusion. There is a pecgssary line between teachers

and administration and that line is®drawn between a teacher's option to

make suggestions to colleagues and the administration's responsibility

' . L
(%20 \
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to make cvaluative statements. Certainly the administration was not
asking tecachers to do formal cvaluations. bBut enlisting faculty help
to menitor a colleague's pe iormance is bouad to weaken trust and blur

< -1

e of anthority.

S%Smary Observations

— In the Polisher case study we see an inner city junior high school
opurating under a set of agreements which they believe will help students
succeed in school. The A+ Handbook, couched in legalistic terms
represents the faculty's thinking oﬁ how to re—sgcialize'minority
children to the school work ethic. This faculty recognized that humane
and persistent attention to discipline provides a fouﬁdatiqp so‘that
learning can occur. Administrators, counselors, deans and teachers are
cormitted to "staying on top of discipline'. The results are evident.
Polisher is a safc, orderly school. We are concerned, however, that
discipline mny>huvc become a superordinate goal, instead of a subordinate
one. If the faculty and administraticn are correct in thgir belief that
it reqguires extrnordiﬁnry effort "just to keép the lid on', then that
may leave little time or energy for improving'instrucLiOn. We woﬁder
if this constqnt emphasis on discipline may not be an inadvertent
expression of low expectations for student acfiievement. We arc suggesting
that Polisher may be using the wrong model for socializing its students.
They may be socializing them for compliaat behavior and not for

significant intellectual growth.
1

Certainly the large number of failures would suggest a mismatch

between the A+ model and the reality of the school. The reality may

i
J
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be that this faculty "does not know who these kids are'--the students
retained. By keepgng holdover students with regular students, by

not providing careful diagnosis.of the retained students' needs, by not
using a flexible roster'plan so that students can take courses éhey
passed with thcir\%ge peers, and by not creating special programs for
them, ié is as If tHeserstudents were unknown. Further the A+ gains

2

for those who pass are modest.

A more appropriate model might start with the fact that for the
past four years 20 to 25 percent of the students fail yearly. The
first question that emerges from that fact might be: What kind of
instructional prggrém will reduce that numbervog failures significantly?
We do not want this faculty to lower its standards; we do, however,
believe that both students and faculty must be accountable for academic
achievement. Qe suspect that if the faculty learned how to reach the

harder to reach students the overall quality of instruction would improve
—~

-

because teachers would need to develop %/mﬁfg critical analysis of their
own teaching strategies. )

Four vears ago this faculty was prepared to make several chunges in
hopes of crecating a more effective school. They created a safe euviron-
ment; they emphasized school wide attention to basic skills improvement.

%
Those changes they implemented were first level changes. But they
failed to change significantly their classroom teaching. There appears

to be a stand-off where teachers have agreed to make minimal

changes—--1like grading aund testing procedures, frequent homework

7

/
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assignments, and use of standardized tewts—-but .they éeém less willing
.o question or evaluate the Qay they teach. '

Teachers seem part§Cular1y resistant to new methods of teaching
which require consensus{of the entire faculty. The rejec;ion of Mastery
Learning is a case in piint. There appearufo,be,mulgiplg“rgasopgﬂghg

faculty rejected thic tehching methodology. First, some faculty

\ijcntificd the witiatin% of ML with Reynolds' leadership of the At

steering con—’ BecaLse of interpersonal disagreements with him,

they rejeeteu Second, ML initialiy,requires teachers to restructure

N
~

the way tley organize their teaching and how-they teach. In the science

departmer’ w::re ML methodqlogy was céngruent with what they were already

4 )
doiné an. ' ndrefore required little additional work or adjustment in

d
their current practice, thej accepted ML. The science/department tends

/

to %ct inﬂa cohesive manner.| They initiate plans and accept the disci-
pliﬁo of monitoring their own teaching to check for compliance with the
plan. 1In contrast the readinp department is less cohesive. This depart-
ment also makes plans, but théy resist monitoring from either their

i !
: . L . . . ' | .
department chair or from adminfistration. They maintain that aj reading
: ! ,

specialists they are experts iT their field and therefore they can best

ev%luate their own progress. A few reading teachers were interested=in
S ¢ oo

ML and did implement it. Most |reading teachers rejected it.

®

is probably typical in
subject area makes consensus

Y it may be possible to get
B

O
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improvement in all subjects,‘it is less likedly that a faculty will
conform to a uniform systemiof instruction across‘disciplines.

The principal's efforts to tighten gqntiols on the quality of
instruction have also failed., The facult;-will do pacing andvlesson

planning, but their compliance” lacks enthusiasm or commitment. They
‘ Y
S

. . y . . «
soe these interventions a§ ''traps'" to force them to be publically

accountable., They will file the apprbpriate paper, but. the faculty

knows that its successes and failyres are largely hidden behind the
v

s/

classroom door. They controlrhéw.they teach; thus illustyrating some of
the negative aspects of ink4s theory of loose-coupling in orgaﬁizations.
Teacnhers and administratbés are connected by papar agreementé which the
administration is e%pﬁér unwilling or unable to monitor. S5imilarly the

/‘ ’ ' ‘ . :
coupling between principal and vice-principals seems loose., The
S i o !

principal says'h¢ wants vice—principalg to be actively involved in the
i

i

instructional program. But one vice-principal claims she gives. 50% pf

her time to supervision while the second gives considerably less. We

i A

suspect that the loose coupling in this case may also be a device which
protects administrators from apcountability regardingigtudent achievement.
It is hard to believe that iffboth vice-principals séent 70% of their time
on curricular and supervisory functions that school discipline would

v

disintegrate. yp suspect that if the‘quality of instruction improvec

O
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Ve ' , L ,
for thoge cdurrently failing, that ehaﬁge would benefit disbiplihe as
well. ' * . " oS

‘ LX)

The adminiStration puts too much emphasis on paper plans and paper
B : ) . . &

systems for accountability which-fosters the illusion that various

.

- -~ -

- ‘parties are responsible and accountable. One-geacher graphically
. . : T Y

d . summarizes this paradox between paper intent%ons and classroom Tealitiess {
™~ IS - ' N ! i ’

.« -
. P I 2 - /
This teacher claims the administration '\ ..wants more effective teachers, -
. ~ {

. v ) . . .
.+« measured growth from students, accountable teachers based on long-term,

. ' . A
planning, lesson planning, department plans, etc. tVhat fe is getting

is pdper work. What he isn't getting7is the stuff that -id supposed to
o .5,“

be behind. the paper work'". * ‘ R . . - . :
- ¥ . x‘ . : . ~ * . . . “

Of course that "stuff" wesbelieve, requires an administration that

- 1
LY t - n

 is highly;visible, acéessible, and credible with teachers, It is a
. queStion-of «degree ind bonsistenCy; We are not saying that the principal:

—

? . -,
\.

or vice-principads rarely tour the halls_ or visit clasi;ooms. They do - .

\\\1n the area o

/‘ ! E .
of supervising instruction. They have not made supetvision a top .

perform these functions; But they appear not to do eno

i

priority. The only way an administrator can know that plans; are being ///
- . . "Y ! - b

J
v

s U . S
implemented is to~vis1t classrooms regularly for extended periods of time.

~

To be an effective supervisor %f instruction requires know}edge of
. - . N . . .

-

the subject area and efﬁectiye,teaching practice., Are principals and 7
’ s ' 7 S < .
vice- pr1n61pals best able to superv1se7 This study is inconclusive on ¥

that “issue. Many teachers feel department chairs at the secondary levpl

_because of their more intimate-knowledge of the teaching and subject

: . RN _ . )
matter are in the best position to assist teaclers.g If this perception °. ~
- . b~ i - . z
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P

is accurate, he department chair role must be restructured S0 tHat
N A - .

‘ e
chairs.have the time and authority to do the job well. Othev staff feel

L4

that the priAcipal and or,vice—principals could supervize staff if they .
7 & .
made time available to-do it. - <.

‘.
-

Ny
It is impractical to. expect °econdary school princlpals to do all\/

of the lormal and informal- observations of the faculty, a portion of, that

? . o

résponsibility should be'.delegated to vice-principals. But. it i - e

essential for all administrators including the principal to be more
visible in classrooms. Recall that in cae interviey with Higgins, he

, < C T o "
wfshed thé@hhe had the time to sit in chassrooms listeningiféﬁstudentsf
’ . . ' Y -

S

3 «

[ e L.t B .
responses to instruction. We bdlieve\that that is an important,, wQrth-»
while goal, If Higgins were more visible he migHt understand the needs

. . \: (~ ’ - @ e
of his students more accurntelV' hc @owldk see first- hand what "kinds of -

i

strategiesqvlessons or materdials help children learn! He could.become
LN - ' ~ . ..
ar- effective link between students and teachers. Much of what we are :
~N ¢

discussing is not formal; rather it can happen in the eéourse of touring
P ) o \ s, . \_‘ K e

the.building on daily rounds. But if theséxsup ortive observations_are

- _ . .

to be he lpful to the 1mprovcment of 1nstruttion, the »danlstrator mus t

do these frequently. lhe effecuive schools literature (see Weber, l97l*/
/ f

. \ .
Brookover and chotte, 1977 Edmunds, l979‘ Veneskv and Winfield, 19793

nﬁand Kean, Raivitz and«Summers, 1979) stresses the need for, nrinCipals (and

we would add xice—princrpals) to, make, frequent\yisits td;blassrooms to

£

¢
encourage and support instruction and to coordinate and lipk the

classroom teacher s efforts to the/larger overdll mission of ‘the school.
« \ .

The quality of leadership behaviors ment ioned in the last sentence makes -
’ - & ‘.5 R |

.
\ L d
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a difference to fa%n;ty. Behaviors like encourages, supports,
coordlnéxes and lirnks are qultq different from démands and orders. - \

Leadé&s do need to g1ve didgfé/ .But orders mnsu-ne'glven sd&ilngly or
.the§ will be ignored.. Teachers consider themsel;esnprofessionals\and,as
sdéh they tend not to respdnd é; bureancratic de?fnds——especially in e
areas in which'tney consdder themselves e;pert. » . . ‘ ‘

> . D -

-Two other lessons derived from the Polisher case study concern’the
. * - ¢ .

\ . .

<

N N LA . :
- way in which change is implemented. The A+ promotion standards were
‘ - 5

2
-

enacted in opposition to "the acceRted practice of the larger.system.
. .

The effect of the system wide-&tandards ate cumulative from one level of
{ . .

«
-

school organlzatlon to the next. When the middle 1evel does not agcept
,{T

the same standar?s as the first and third levels it creates an' untenable

problem,for the exceptigh: Polisher may be right in demanding higher
R v -

- . . o ‘
standards for promotion. But that batt]le must be. foyght at the-jistrict

* e ' . : TS I

rand central offices not at the individual school. Polisher's promotion

- " A

standards might succeed if those standards were common practice at the
elementary school level. ‘This_case study illustrates a limitayion of
. - , " N -

the principal's use of discretionary power when applied in opﬁosition .

to a system wide policy. A pr1n01pa1 and fdculty can elct to 1mplement

\1
rlgorous promotional standards, but then thaL school w1l] also inherit

>
.

the'pnqblems of the larger system which did not follow suit. .1f Polisher

) . - . : N . . - . :
persists in its isolated stand on promotional policy it will also need

T ’ R
hl - .
to be accountabig for student achievementi1it can not blame tihe system.
. - : ' % . -
or the student. ° ) E - ' -
- y . . . 2
: N , N :
The second lesson related to implementing eh%Pge comes® from the ”

[

‘ : R ‘ ; .
Polisher faculty's response to enforced lesson planning. Reecall that the

- ~

250

v



. v . ’ : ¢! [
. s N\ . N e
faculty was quite willing to conform to all of the rules, and regulations
\’- . .
s . . ™ ) R . i . .
of the A+‘Handbqok, but they balkgd gt the imposition ojfréquired weekly
P ¥ ) -~
lesson plans. “We do not wigh to argue for or against weekly lesson
A ¥ R e ' R -
e . o R \ 9 N
plans. But.we do want ‘to suggest that the imposition of ‘that order .
was i1l timed. Some faculty resistance to the order was based on grounds

-~
i .

\ - o
that'the principal was needlessly overloading them with paper work .
c . . ' . ’
) . ¢ . - ¢
There prgpably is a limit to the number of changes an organization is
N . .

¢, -

I's
" .
-

L 9 3
D oeqas . : - . . . N w s
willing to incorporate before it starts rejecting suggestions and
. \.

. . N ‘
< A 3
e -

démands willy-nilly. - ’ ' N Cx
i L & ) S “/ - e foa
Finglly'PGlishef has made progress_in some aspects of 'its school
. » ¢ . P .
program. I%/;rdtr for the school ko approach the next level of efﬁkctivei'

I8 ' . . ) .
nesd borh administration and teachers need to, ebdlaute s-~he of thedr
kS -~ 7_\\ . ) J '
. . . s < . s . / "3 \ s .
basic- attitudes and practices. YIhe principal will néed .to re-examine /

) , . . o
his style pf leadership. At present his style feels bureaucratic on the
L M . ]

i

. . . b ‘' ..
issuance of orders and directives, and loose or lassez-falre in » |

[N ! R -

y ' ¢ : \ ‘

4. g AN L. . c 4 ‘
smonitoring implementation, If the principal decides to tighten control
/ “ , -~ . i . -

~

) . . -~ . o
. by dgipg more supervision and in general becomes-mpre visible at the -«
by - 4 . ~ .

- & t

1
\ . i
. A" . B N .
\classrgom level we suggest that he consjderfa more collaborative style
of interaction: The faculty, on the other hand, needs to become more -~

6pen to different- methods and theories of éducating children and then

. - \

make a commitment to integratéVthose changes in their classroom tegching"

-

A - '..‘_'. N » s
/ ‘ N\ ' .
o ety
[ / - x
o \ < g
-
- - ¢ R 3 ’
N - . /
N ) »
. . : ) \
/ - .. i 7
N - ) - 291 :
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e : . " SUMMARY + -,
> : . ‘- R
, . . ¢ e .
' . i s ‘ R 3

7 * B . * .8 T -
In this section wé would like to summarize wﬁat seem to be
v [

+ , the important &indin s of this study. In the next section we wi i
& 4

¢ \ N S

analyze those flndlngs and dls&uss tHelr 1mpllcatlons for 1nstruc—

¥ -

. , ‘ . _ A
tional leadership.: ~ - oy o
@ - . o S SN T
* At the outset we Wouid 1ike to stress that these four schools
< ‘4 ) ¢ R ) : . ;.,
- b LI . . . ’ ! . . ) s N
¢ are no't venw effective schools, if we uce the criteria and standard

<

—

i

, ¢ usudlly applied in contemporary studies. In fact, one pf the schools-- j

- ) W < < : Ct

. from our point of view--seems- to be rather .ineffective. So“this in |
: . ~ - . . . \

A -sense was not a study of what works, in.effective-schools. It was

! A . . {
© N ' < . . » . :
instead a tentative probe of this question: in uFban junior high
r f
° ’ g
A schools thaE dre maklng some modeét galns égalnst great odds,'what

\ ,,-/
"C o - : B 4

e

- seems to be maklng the dlfﬁerence in pupll léarnlng——and whiich people

.are making that diffe?ence? C . . . < |

b4

' Let's summirize ‘ouf flndegS about the firsty+ What seems to’
- 0
- be maklng a dlfference——and what other actions and activities sgem
? . R ¢ . . N 6:
‘not to be making a diffe;bnce? y 7 a - ’ '

~

early stated goals--and explicit policies relating .

The fiz:;-thing that Scemﬁ/fgf;e makihg a difference. is the -

existence of

~
»

to‘those\gials.~ In three of the schools at least, the,princip%} had

. focused the faculty's and students' attention on important instruc-
I . . -
-~ tional goals: ' improve reading and mathematics achievement.” And inm,

two of those schools the principal had rather diwrectly edtablished

policies aﬁgut homework, grades, -and promotionv@hat\sdpported those

]

=N . . . . B
O

ERIC

Aruitoxt provided by Eic:

-1



277

' . -

/ . L

A'goals..’We might quarrel ‘with the ndrro\ness of those goals, ‘and Lo

we might object to,the lack of extensive ahd intensive faculty

. [ . . . .
invelvement in the development of both goals and policies. But

-
]
')

N
; \

-t -3

-

(

. : »

“they seem to be necessary--and their existence seemed important to .

£, ‘ 1 . : . B . - ¢
the relative success of the school in making a difference.
' Coa 0 o . T, ) 3 .

The second thing we.note is, that in almost every case the

. : . ‘ ) - < .

,

principal was-consciously'or unconsciously using slogans.that:he." 5
: s ’ . "—\
or she adopteﬂ as a rally;ﬂg c1y arOunﬂ those goals. The slogans N

. »

were of several sorts: .acaWemics plus, mastery learnin ng,.our school 2 .

1

PR Y

ot L

“The/result§ were only slfghtly better

L3N

s

Y
family, the spirit of our school. 1In bne s hool- the "academics plus" >
4.X P ) § e 3 ) '

~ - . -

C .
slogan seemed tb be taken seriouslysby the faculty because’ it was
- - [

. : ¢ - e o . . .
supported by explicit Policies that were,reviewed and enforced.
v\v 5 . . \ " e . . . ' .‘.
In,other schools it seemed émpty and meaningless.to the fa®ulty. < -
» . .

or "mdstery learning.'

i & f
\B .
Ind1v1dua1 teachers did use\mastery learning technlques in three

F . -

-

b

of therschools, but'the number 1nvoLvedvremarneg small. Despite -

. . . &3 . - -

{ ' - - X [
the efforts cf one of the principals. to make it a cornerstone of

h1s progruﬁ/ thls approach to teach1ﬁg«and learning never made a
8

r e , . .
signifﬂfant impact in any of the schools. The slogans that spoke
) o ' S

more. of 1nterpersonal relat1onsh1ps ("our famlly, Mour spirit") )

n,\ g

vere 'similarly mixedsin their success.. In ong of the schools the

O

ERIC

Aruitoxt provided by Eic:

1nstead of disenchantment and d1scouragement. Slogans bbout the - Lo

\ = . ' )
teathers seedfixd to take ser1ously the belief that they were part of
a famllj, ejﬁn as they cynlcally mocked the idea. In the qther f

. 4 ! =
K .
gchool whererthere was much tall abOUt'Splr?;Q the teachérs spoke .
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~ i . . . ‘h
climate, it Seems, are never fully believed-—~and are only partiqlly
- X

~accepted when the percgived reallty matches the sfogan. ,./
The third-factor that seems- to. make a magor dlfference is
. Y -
the learnlngréllmaté »Wa use this term to include both the appearL

ance of the phy51cal plant and the sense-of order and‘d15c1pllne that
] . . .

Pervades both non—1nstruct13§al and 1nstrﬁct10nal areas.'*The schools -
in this study were in ; physlcal’cond;tlop ‘that we want to descrlbe -
ds appalllng roofs Le?ked' windows were broken; locker doors nere

\ . -
' damaged. But in three of the schools, the pr1nc1pal seemed to have t

£l
¢

~ . 1ss . L - .
‘been able’to moblllze,the Snergles of custodlans and teachers to

1
LY

. make the place at.least look clean.' And in three of the schools .
. ‘ P . 3 EA
there was a sense of general order and good ‘disciplinpe. Although
o . - . ! ’ 3
there were serious infractions almost, every ddy, there was a clgar *~
ta s a

- -~

sense in -three of these schools that ‘the adminisctration—and the

- . "
. . R . ¥ - «
faculty were on top of those problems. - .
‘ wélshould ndte.here, of course, that in two of the schools, ' -
v , -~ ~
this satisfactoery learning ctlimate had been produced essentially - -
[ e I8

N by “the principals who! had preceded the incumbents. The incumbent
» < - L B . N «
principels whom we studied in these two schools were fortunate
. . o s " Py //
- enough to have inherited a situation where a‘s%tlsfactory learning
2 ! - o~ ' &
. # climate had been established-and where teachérs wanted it continded.
. : \ . co
e ' ! * ®
Tbe'fouqthlfactor is that #n all the schools at least someone

1

-~

s was giving attention to the curriculum--the courses that were offered%‘

¢ .

and the content of those courses. We never saw what we would cénsider
’ . '

B

L .. I~ . ) .ot
., - a systematic and insightful evakuatlon-and degelopment of curriculum;

. 5 -

‘. ) N . \ '
. o d - N . . . r N -

O
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' ﬁgcta In a'third school one of the department heads had focused: -

. . . . '
were measured by achievement tests. And in that samg school the

/

' “ ) ' ) \ .
but we did see people tinkering with 1t. EQ one of the lchools the
principai 1nitiated ar’curriculum prOJect that was quietly aborted
/ - .
and 1gnored.. ln a SECOnd school the prlnc;pdl as part of a doctora%
proJect had taken a ffeéh look at the curricular needs qf pbtential

drop outs——but his efforts did not seem to have made_a lastingZim-

.

-

. _ i ‘ ' ) e
her facultyﬂs energies and attert/ion on ateas of the ourricuium that

o

<

.

ipcumbent principal had mandated new courge requirementsa And“in:‘
) . i -
' . 3 .
the fourth school the principal had directed the ﬁaculty to give
Ad& ’ . /
breater attention to what he’ consldered the essentials. )

P il 4
Pl s .

> Thislcurricubum Woxk seems to have been effective when it was

.

PR N . P .

~

. - i 4
led by someone close to and respected by the! teaehers—~and when it$
- . : v o

. .

}mplementation ,was,closely monitored When it was 1mposed by the
i 7. N )

.L/ - .
principal——who often did not systematically analyzeﬁthe likely effects N

/ ~t . B P

of the mandates——and when it was not followed up with’ close monitorin

. [

Fhe curriculuv work seems not to Kave m“de any lasting 1mpact.

[4
-

In one of the schools staff development seemed to have made a
o~ 3y '

difference- Again, itcwas staff dé\el pmenﬁ’inlti\ted and conducted

©

by 4n energetic department head whom the teachers respected Sh7 did
€ { ‘v G ' * _ {

not attempt to change the way «the teachers taught' she seemed to accept

«
.

their basic instructional approach and helped them~usé it mpre “effec—
- R

. o 2
tively. Her m@Bsage to the, teachers was s1mple——but effective teach,
- L ’
=~

what the tesk covers; teach it overﬂg lon§ period of time,‘and teach 1t

) r

e

()

very directly. The- rest of the “gtaff development‘that took pﬂace in these

- -
4 ) . o

! . 4
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4 schools seems from ourdperspectiJe tq have been almost a total baste -

. / .
N S

i

/ of tlme ,2and gffort All the. yorkshOps on mastery 1earn1ng, even when N
L - .
r they were conducteﬁ by expert% artd had the support ‘of the principal, - (
/ : y
. .

seen not to have mide a.pervasive dlfference. oGr hunch is fhat\mastery

L4 ‘'

learning in its puxe form makes too'many demands %n Junlor hlgh teachers

. -
LAY

who are primarlly concerned w1th keeping order aﬁd making it thréugh the.

— Y : " N - .

a8 day: it asks thém to degelop units; make entry assessmeqts; clarify

AN ) . , . e o -
objectivesy teach to those obiectives; give mastery testy; and &rovide 2
. '\_4 /~ N »
correctives.” In addition to changes in Ghe orOéﬁlzation of teaching

! ~. v o~ j / / -
strategies, masteny learnlng also demands a change in teacher attitude.

. Central to mastery 1earn1ng is the)bellef that vlrtually all children
can learn. 1In the jinior high schools we studied this idea had not. ,

(- ( o R 1 ' / PR ' T

+gained school-wide dcceptance.. » o T

L= . .
r
’

- . .‘, . - - L.
What was obviously nod making much difference at all was teather,

LW . : -
supervisipn.( In only one.of the schools was the Vige principa& perceived
‘. ) ' \'l . * ’ ‘3 ) 'é;‘ . c. ' s *
.. as an effective supervisor.* By the reparts of the teachers who! had
- 2 ., P f e y po\: . s

. , - : . * L e
been supervised~she“wasn't using supervisory processes that 'the experts

' .. . -

i*would,have"suﬁbhrted: she- d1dn t hold many plannlng conference, And she

wasn't indirect in her style. But she got around She v1s1ted classes,

«

and she very d1rectly told teabhers what they were d01ng r1ght~—and what

they wetre doing wrong. All. the rest of what passed for superv1slon in ’
b4 B .

. .. . ‘ .

»  these schools was only a seriés ©f brief and unsystematlc observations,

.3 . 5oL , ] . v
with a written sunﬁhry of the hlghlaghts We do notﬁintend here to be

‘% v . ~
i — a I -

'too ‘critical of these.prlnclpals for whom wé have & ‘continuing respect._
! . - . . .
]%ey were busy people, trying theiv best~to holdxtogether iarge schools

: in a time of crisis. They were doing somelthings very well--but they' -

| PR | 295? B |
ERIC | ‘ - '
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were npt supervising vcry effectlvely .o ':' } o -
S : R
_ - Who was providing thesa functions that seemedy'to maké a difference?
. , A ,

One important part of qur . answer here’ is té observe that the 1nformatlon

an
) Y -

suggests a(pxeture ‘that changes pver elme 'We took a series of snapshots
S 2
dur1ng one school-year. Byt our intervlews‘yith the pvincipals and the

”.

. teachers gave Uus a~per5pe0t§Ve ahout what had happened , in tnélpast. In ,

. - b

general the data seem Lo Suggest that when a new principal arrlves on
AR . -, ,

the scene, he or she takes a very actrve role in 1n1t1ating p%ojects,

¢

\‘making changes and geVeloplng new progdamﬁatlc thrusts. Then as the’

8

years gQ by, the pr1nc1pal's attention moves out beyond the school, as

, ‘ o . ;
he asplres to new spheres of 1nf1uénce He delegates more. a the school

— .

\

, ) » B . !
and takes a less) active role injinstructional'1éadership. And interest-
t ’ ~ "" \ ' N . ‘ - / - - " o . ’ ~
ingly enough, wejhave here fohr very different career- patterns that
- LS ‘ -

- kd

seemed to aﬁﬁect}what was~happening when we took® our snapshots:

-

crie '

N ’ .
prlnc1pal had béen at the. SChOOl a long time and 'skems to‘have given”

up hopes

;oo
but was prepared to mOVe to a high school prlnplpalshlp,_qne ‘had just

. ! - . o \ . . . Y s . o v, ;
arrived op the scene and waS"bUsy'carving out her territory and putting *

* o
: et

of promotlon, one had been a prlndipal for almost as’ long—— ’

,her own stamp on the school;. and one had JUSt a few years before assumed
. $ v
r—
principalship of«a fabulty very d1v1ded about therlssue of who shou]d
Rt ) : . ¥ .
- ' v : i Q’ s

- be thelr new princlpal‘ e : 5 ‘ ’

e

Is

- ‘

IS

The“qecond pag; of our answer @bout who- prOV1des 1nstruct1bnal <
\, . ',
leadershlp in’ the junior hlgh school 1s,‘;It all depén

T ' .«

1"

. We began

+ 1y

by Tooking very clOsely at thé principal: ™But
N ~
// suggested Lo us thatvnaneededto look more. brpadly and more inclusively.

Kl

Our stgdf now seems £o glve tentatlve Support to other research which

7 L - A ’ 4

L
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role.

-inslructional leadership. / N

L= " -
suggesgs that in the secohdary school, 1n3tructlona leadershlé is ?¢“{

g

- . <

more diffuse and complex than it is In the elementary schools. (For
oo ‘c : - " - ) ('
“a ¥ery current review, of this , 1ssue3 see Carnine, Gersten, and Green,
1 4 ER ./~. .

1982 and Firq§tone and Herriott, 1982 )"Ih two of,the Junior'high

&~ 3/ O
schools, the reading chairperson seemed tox be playing’an influential
In bne,
.r’ N

/\
the English depértment chair was perce1Ved as the key
™~

- T

‘1nstructional leader s ln a thirds, auv1ce princlpal had been a. driving

! L%
‘In‘fact,

< >

by
influence until shé~becaaé i1l,. we were surp%iSed to discover

that "in none of“the_schopls was'the principal°perceived to be pr@viding
- . / i .., - .

" 5

: ? -

. . .

/ [ -
o

3 . /-

— . / . . . .
N . What arée they doing,;if/they areﬁnot providing instructigqnadl
< - leadership? For the most‘part, they are giving their attention to\
(/;\\\J . ’ oL . e ' !
> pupil discipline: Some aré doing it dore effectively than others.
' = ~
But. one Ehing we think we havé learned from this study is thaq\the
o AN = 4
ﬂ) - ppinCipals of urban Junior high.. schools are centrally concerned with
AW pupil discipline « They worry about 1t, they spend much bime talking
AN about it to faculty, and they devote much time to trying to enforce
, good discipline. While it is obvious that discipline is esséntial.
Y ,‘ —_— : . ~'
3 it seems clear o us that"'““‘”pushing a51de’othcr important ‘concerns.
‘ : : ) r J‘_ Y {
o . I
b ’ | ,/ "
- ) v ) : ’ Lt
1 . *
1 , ,"j 2 N *
t > .
L ' g )
v :" - .
> - /
- L
v 00 ¢ .
. . <98
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._DISCUSs N -

, Two quest'idys organize the discussion section Jf this réport: ,
. - . , N ] 3 ! —") . f
y What do we mean by instructfonal liadership? How can’ instructional
- N ’ R . : . . -

. -

, leadership be.imﬁgoved?,_
- < o . . - -
- Our definition of ‘instructional leadership includes these

. . : . ’ 4

) . R N . » N . !
functions: , : L ' :

. -

- ® seléctingl supervising and evaluating faculty

: , - | .

. @ setting high instructional goals and academic standards
- :

e comﬁunicatiné‘the belief that all children can learn- -

o selecting and refining instructidnal‘materials and

. J N N '
. \ . ) .
 Strategies // _ . . X
. . * <~ . ’
~n e coordinating instructional policy within and d6toss
. [} . .
. - - . ’ L |
subject area, "departmeits and grade levels

,..-. ! ... . — Y coT
’ _%’monltorlng_student progress - . ~N <

-

. . ' . ! . .
, . e establishing a clean, safe, pleasant environment con-
R‘ .
ducive to teaching and learning
. . ¥
We found that instructional leadership fundtions are not exercised con-
. * . . .,

\ -

sistently by any of the adminiStra;ors»we\gtudied. Certain functions
handated By the school code,'iikc evaluating teacher performance, are

[N . “ . f . N

& ) - \ ’ ,oo
perfcrmed by the principal. Principals do, within system Llimits, select

\’

- y ) ’
teachers. Many of -them set goals. But {f we examine how principals and

£

vice 'principals use thelr time we find them mudnly:pcrfdrmlng management

functions. They keep the school running by malntalning the butlding,

1 *

+ patrolling the halls, securing substitute ‘teachers, and most jmportantly,

handling digcipline. Days are [llled with useful management tasks but

these may notinecessarily produce an improved instructional, program at

DR
~

I .
. ‘ ' '\; _‘z S) E’) -
\‘1 i N . - ' )
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.instructional leadership is not a priority.

look to administrators for expertise in solving classroom problems.

‘ 4

284 - T

»y

d

e

the end of the school year: .For most principals and vice prinpipalé,~

.

Helping administrators become instructional leaders is a dif-
ficult taskl;,After a decadé of exhortation that principals should be
. . 3 " ) K . I
instructional leaders, at least at the junior high school level, that

: ) - T 2 :
advice has-mot béen heeded. ‘' It will take more than advice or pressure

N .
to make the change. One way to work toward that change is to distin-"
guish -between two levels of;instructional leadership--general and .

specific. It is well established that secondary school teachers do not
. 4 . )

k]

R

Teachers perceive administrators as too removed' from the dail& teaching

interactions EQ offer credible help (Gorton, 1971). However adminis-

" ‘trators can be effective in providing a generalist's level of exﬁe%tise.

v

As generalists they provide vision, direction and coordination; They

v

v ) . , . : t
1inK the parts of the program into a coherent wholg; they monltor“school-

wide achievement; they suggest changes in program when necessary. These
. fe]

generalist functions are comple&, requiring professional expertise in

academic planning, program articulation and evaluation. How can we assist

I

administrato£s so that they will feel confident as instructional 1Ea¢er§5
To bgcomé.instrdbtional leaders they will need in-depth retraining through
in-service education. We doubt that a_scattershot:approach which offers
short courses in "tiﬁe management" or "curriculum planning" will make a

difference. Rather we think re-training must be linked to the context of the

administrator's school and system. Support for these changes in behavior

must be long-term over several years.
S

“ [lad

Secondary schools seeT to need leaders with special expertise in

|

Sy,
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various subjects, in addition to an administrator who can provide some
. . i \ !
central direction. It therefore would seem wise for secondary school Ao

- ~

administrators to systematically analyze the talents and interests of
their support staff, including assistant prihcipals,'team leaders, and

department éhairs. Those support staff with the necessary competence
Lok - ¥

should be a551gned leadershlp functions. Departmental leadérs may

require essential training for instructional leadership at a department

level. Obviously if these leaders are to be instructional leaders they

must be given the necessary time to do the job well.

- -

Restriicturing the principal's, the vice principal's, and department

chair's roles so that they have the expertise and time to perform in-
A\ . .. N _ Y c
structional leadership tasks effectively should improve the quality of a.

school's academic program. But if those changes are not rooted in a pro-

found vision that most children can learn, we think the improvement will

| i . . . _
be slight. We differentiate between an educational slogan and a vision.
- ) . é'
Slogans as we mentioned in-our summary abdund in schools.” Often they are

superficial cliches which rarely have the capacity to txansform the
direction of the school, or the level of commitment of the staff. They
do not change school priorities. An educational vision should have the

power to convince a staff that it is possible for students to learn, master,
. Tt

and éxcel. While this vision is eneouraging, it is also disturbing because

it will 1ink student/falluze with the degree‘of effect%yeness of the

educational program# the Zéachlng staff, and the admlnlstrators.

s’
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\ Appendix A | ;

Lt . . t
IS LEADERSHIP INTERVIEW PROTOCOL (Revised)

1. How long have you, heen principal of this ‘school?

2. In your ererlence was there one or two prlnclpals who were out-—

! o standlng role models7‘ Do you tecall particular thlngs they said
e or did?
. - -
) ’ ———
3. 1'd like to shift to some questions that ‘focus on your school and
community. - ;

How would you describe’ the people who live in your school commun-
ity? What do they do for-a 11v1ng7“ SES? What's inportant to -them?
What do they want fér their children? What do they expect of this

school? What do they expect of you?
. A

~

4., Sketch out how you spend a typical day at work.

.

5. Do you havec a way of keepiné track of your time?

6. There is a lot of dlscu551on in .educational llteratdre re two bas-—
ic functions principals perform; one is the role of manager, the
other is the instructional leader.

In your experience at your school, what tasks. fall under the rubric

-

of principal as mdnager7 P - 2 3

In your experlence at your school, what tasks fall under the rubrlc
of principal as 1nstruct10nal leader? B

~ “ K .
Do you have a statement of 1nstruct10nal goals for your sc:hool'7

How were those goals chosen?

~J

8. 'How do you know teachers are working'on those' goals?

: o 9
9. - How do goal statements affect the school roster; allocation of
teachers; the use of time?
10. How are decisions in regard to. instructiqn made in your school?
Are there certain decisions only the principal may make? Are
there others that are delegated to teachers7 Still others shared?

Describe. - ‘
. R .
011. Think back tgﬁwhen you were a-teacher. . What subject(s) «did you
Y teach? Do yott see yourself as an éxpert or resource in a partic-
ular subject area? -How do- you use yaur specialized imstructional
talents in this schoo%ﬁ ~ , -

!
\(‘ . :
/
12. Do you occasionally teaéh a-.class? /
S

13. How often do you visit classrooms? For what purpose? What do you

] B -
4 . f ..

—_— . L fgor?
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look for during & classroom observation? Do you share your observ-

- ations with the teacher? How? ' -0 o
. [S IR S ‘ '

)

_14. There are many formal and informal éhannels a principal can use
for, influencigg classtoom instruction.” What formal ghannels do ypu
use? What are the informal "channels? i

- : : : ) \.
¥5' How is instruction organized in the classroom? (Open cladsroom;
g individualized; group-based)

| S} . )
16. Do you prefer homogenous or heterogeneous grouping? Explain your
preference. T © '

_ : \ . . .
17. Do teachers collaborate in designing instructional ;E;;Eegies?

~
}

18.. Are there any standing curricular committees? What are their, res-—
ponsibilities? Who coordinates or facilitates the work of these
committees? -, - ‘

. " I .
19. As you think back over yout career as a principal in this school,’

can you recall organiz&tional structures or administrative proced-
. ures you initiated that.lhelped improve the quality of- the curric-
ulum in classrooms? :

N L4

20. What role does yopr community pléy in improving achievement in. this
school? Should community have a voice in what is taught in this
school and how it is taught? - . .

21. Some people feel that a school should be run like an effi¢ient
business or.ipdustry with clear chain of command'procedqreafemanw
¢ ating from the jead down. In that model of school organization
¥  the principal runs a tight ship and he or she makes most of the -
' basic decisions. An alternate model suggests that schools are ‘///1
. loosely organized‘and therefore require a more collegial, democrat-
ic style of organization. The later niodel emphasizes collabor-
ation among® faculty and administration in decision making.

Which do you favor? 1. tight organization with p;inéipal ing

. command ? L '

2. loose organization involving teachers
-~ appropriately in decision making? '

ALY
!

22. Do you have an 6rganized system fog monitoring teacher effective-
ness?_ Please explain. - = N

. : N
23. How do you reward or recognize teacher effectiveness?

?4. How do you organize staff development activities to support your
instruction@%hgoals for.students? .

> b ’ ,ﬁ"*&

¥

-~
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27. .
-‘“&ents from low SES families could not achieve -because they had too

28.

29,

30.

31.
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J . . . ’ - "’ "1

iy - = - ~ o 4 ; .
Do you encourage classroom visitation between teachers? How? a

» - [y i , ’
What circumstances or situations occur in this school which are
1likély to create an adversary relationship betweén teacher and
principal? Given those situations’, - is confllct 1neV1table7 How -
do these conflicts 1nfTﬁence the attainment of, the school s prior-

9 N .
ities? , ’]. .
j r .

. R ‘-' ° el 1" .
In the late 60's and 7Q0s a number of researchers felt that stud-

many cognitive and social deflcltsd School simply .was too weak
an intervention to overcome *the liagbilities poor children brought ~

‘with them. ,What is your opinion? How does\your ipstructional
program‘spgak to this issue? : : : ’ : .
B - . ) . \
Dgscribe the circumstance$ in which you would favor retaining - ., -
studehts,in the same grade or subject until they achieved‘mastery?~

: ‘3’ '/-\ . .
Do you have a' fo system for evaluatingsstudent progress7 How
4
are results cg unlcated ta students; thelf'parents7 -
(= -
Wha't mét Gﬁé/other than standardlzed tests do you .use to assess T
stud%B; progress? S Q' : .

+ -

If I could grant’ you five changes each designed to improve the qual—'

in*youry school, what changes would you want?
N L

»

Nl ) - ;T? - 7.
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Appendix B . .

Addiitional Information Survey

' . .
< d ‘.
-

o
Please answer the follow1n%jsfé/questions'by circling the most appro-
-priate answer. . o )
& , , L
l. On a typical day,, how often, in your opinion, wculd the principal
" monitor pupil behavior in’the corridors and cafeteria?

-

A"

, a. 4 or more times b. 2-3 times c. once d. not at alk

e. uncertaln
P
..2. Last year how many tlmes did the pr1nc1pal visit your ClaSb to
observe your teaching?, .
. . S

a. 3 or more ;imes “ b. twice c. once d: not at.all

»

3. Last year how many t1mes did the vice pr1nc1pal visit your class
to- observe your teaching? : -

2} < - .

. . . ,
‘a. 3 or mgre'times~ b. twice - (c. once d. not at all
4. Last year how many times did the principal ask you to submit your
lesson plans‘ for reviey? - B _' ‘
_ &#m T . - J !
a. 10 or-more times b. '6-9 times, «c. 2%5 timés ' d. once
%. not at alleam, - o : .
v 4;} : o : (;_ B
5. Which statement below best describes?your present feelings-about
your school's instructiornal leadership? Lo

o . . . T .. 2t ’ v

a._We'rejﬁaking real gains' - - o
b. We're making some pjkgreéé ' - ’ _

. I just don't. know A -

(¢l

d. We're slipping a little o Ty t

- .e. We're redlly‘losing'gfound : :

4 . ' )

“ 6. Llsted’below are five argas of responslblllty typically assoc1ated
with ithe principalship. Based on your perceptigp.af how your prln—
01pal performé, rank these five’areas Assign -a 1 to the area you

~ - perceive as having the highest priority and a five to the area hav- i
ing the lowest priority by»writing the approprlate number in front
of each area.

-~ R .
v

~

~(1ilt on next page)
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(1= highest priority; 5: lowest priority)
ﬁ; i
Businefs Management (buildings, budget)

; School——Comﬁunity Relations o i

School——DisEfictVCehtrél Office Relations

Instruct10na1 Leadership (currlculum, improvement of instruction,
v teacher evaluatlon) . .

" Student Rclatlonq Sa951sts with special pfobLems,“dlsc1pline,
\Fommunlcatlon with students)
4 #
i

S

7. What additional comments can you make that will further describe

“how instructional leadership tasks are performed in this’ school?
’ <o

r 4
. ) V/
o
* v
- 1
v
N
r-
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SOURCES '0F INSTRUCTIONAL LEADERSIIP

1Y
Prepared by!: .
* Norman A. Newberg and Philip D. Selim
Graduate School of Education
University of Pennsylvania

(Draft version - Do not reproduce without permission)

Please'énsgyr the follo&ing questions /(all an3wer8Ma%e cqnfidential):

L L. The name of your-school:

2. Your preseﬁ% role (circle one): Principal ~Vice Principal
Department Head SpeE@alist (reading or math) Teacher
Counselor  Other (ideftlfy): (

;3. Your sex (circle)r “Male Female

4, 4 'Your age:

5. The number of years you have been an educational professional
. - _—
N
6. The number of years you have :en in yOur present schogl:
7. The number of years you hav +n in your present §ole:

v' 4
Dlrectlons Listed on the left of . 'g¢ 2 and 3 are the tasks and
functions usually associated with 1nstruct10na1 leadershlp On the

right are listed the roles of; the individuals who often perform those

Lap

tasks an functions. For each rqle listed, 1nd1cate to what extent
rson in” your school performs, that task or function, at the
L0 20

that p

¢

presént time, by writiﬁg one of the letters ‘defined below .in the

. 4 -
appropriate box. A\

L - prov1des leadershlg in this task or function

c - contrlbutes to’ the.task or functlon but does not provide ~
.leadership

If the person does not current%y perform that task or functlon, leave
the box blank. If no one in your 'school currently performs that task
or function, leave all the boxes in that line blank. . f

\ - !

\




- by
The Tollowing terms are ased to Tdent iy freit ruct foualt or admdn b

trative personnel: - ?
Principal - the princlpal or head ot the wchool
" Vice Princlpal - an asslatant admintetrator
Department Head - the head of a pgroup ol teachers dnoa

single subject area o dlaselpbine
Speclalist - ll,:\iiih()z()l."l).'l?l(f(l L't'(l(”l’l}', or math apeciatiat
Teacher = a L-lu::s;\r om Instruetor
Cong I(It:xf \Jllilé the person (;:;\\(1;1(:11 role actually does an you think

-y R M
about cach task or function.

Record I I, I provides leadership
lﬂ contributes but does not provide leadership

[:] Leave hox blank if I, or ¢ is not appropriate

. ’ INSTRUCT[ONAL LEADHRSHIP TASK OR- FUNCTLON

1. Articulates the instructional goals of the school.
2. Helps teachers to relate the school's instruc-
tional goals to their curriculum units.
3. Clarifies the instructional responsibilitics ) \
of cach professional role. -
4. Selects instructional personnel. @
R -
5. Evaluates teachers. \'
/7
6. Develops the school's master schedule. .
7. Assigns teachers to specific classes or sections.
8. Allocates materials needed to accomplish
instructional goals.
9. Helps teachers to evaluate instructional
materials. ’ '
10. Helps teachers to develop appropriate instruc-
tional materials that are not commercially
available. v

S o313
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Record provides leadership

11.

“12.
- skills instruction.in the school.

13.

14.

15.

-16.
-purposes. _ ,

17.

" 18.

19.
20.
21.
22.

23.
24,

25.

26.

contributes but does not .provide

w0
- leadership . z%‘ s
' . .-‘ o\?
b leave box blank if L or C is mot AR
(¢
T\

’appropriate /

INSTRUCTIONAL LEADERSHIP TASK OR FUNCTION

Sees to it that the necggsary support personnel
(aides, secretaries, etc.) are made available
to assist teachers in accomplishing instruc-—
tional goals. T .

Communicates to ‘parents the importance of asic

Organizes staff development programs that relate.
to instruction. ;

Analyzes standardized achievement test scores to
identify general institutional strengths and

weaknesses.

Schedules assemblies Fhat have, an instructional
purpose.

Secures additional funds for instructional

Observes teachers in their classrooms.

Encourages teachers to observe each other's® -
classes. ‘ ’

Communicates to all students the school's

general concern for achievement.
- 1

Organizes teachers to work together on
instructional matters.

Provides help to teachers who want to improve

their teaching.-

Approves new pro§rams'that have an institutional
emphasis. ) ' R .

Takes steps to improve student discipline.

Takes steps to develop a school climate conducive

to, learning.

Coordinates instruction between teachers at :
different grade levels. ’

Establishes a school polity on student
promotion. '

A




Record provideé leadership

27.

28.

29.

30.

31.

299

<\
contributes but does not provide ‘a @ \S \n
leadership % 5 \2 \?ﬂ 3
: - 2 \2\2 \6\@
D leave box blank if L or C is not 7. 2\ %, T \2
appropriate S v Y\
T\B\ B\
INSTRUCTIONAL LEADERSHIP TASK OR FUNCTION k%)

Helps individual departments to coordinate their

. curricula.

Gives teachers non-evaluative feedback about

their teaching.’ . ( -

s
Suggests alternative instructional methods
for children who are failing consistently.

Gives teachers ﬁeedﬁgck on their weekly lesson
plans.

Works with teachers to improve the
instructional program of the school.

315/‘/
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Instrumental Development: Sources of Instructional Leadersﬁfﬁf-.

. ” - ! “
The instrument, Sources of Instructional Leadership (SOIL),

was developed to describe fhe instructional leadership in schools.
The original' draft by Norman A. Newperg and Allan A. Glatthorn was
based on a review of the literaturelon instructiongl leadership from
the last ten years. The original draft was modified by Newberg and
_ Philip D. Selim to create a érel&minary draft. This draft, contain-
ing a demographic data'séquon, directions, and thirty-one instruct-
ional leadership task items, was then shared with some practicing
educators for their reactions. .Following some minor changes, to
improve clarity and the addition éf a Re;pohse Form, SOIL was admin-
%stered individually to twelve subjgcts. These subjects from a sub-
u;ban middle school included three administrators, ong of whom was

a principal, one counselor, apd eight teachers from six different
académié disciplines. Théksubjects ranged in age from their early
thir%ies to their late fifties and had‘peacging experience from a

few yfgrs to over twenty years. Minor modifications were made follow-

/
ing tlis Bdministration to create the draft used in the pilot study.

In early March, 1982, SOIL was administered by the same research

|
er to the professional staffs in a suburban elementary school, middle
'
school, and junior—éenior high school (129 subjects). The results

of the pilot were used to access each role scale of thirty-one items
for internal consistency reliability (Cronbach's Alpha). Reliabil-

ities were found to range from 0.90 for the teacher scale to 0.96

€
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for the department head and vice principal scales. The principal

and specialist scales were 0.93 and 0.94, respectively. A factor

~

analysis of each role scale was also performed to identify items

\

N ) . .
that repeatedly clustered on each role scale. No items were found
to consistently -cluster on each role scale. This was consistent

with the researcher's belief that each school would have a unique

instructional leadership pattern; and therefore, the same items would
. ~.

¢

not factor out or c&pster together on each role scale.
V3 . .. L.
Based on the experience in the pilot, instructions for the-

administration- of SOIL were written and used to administer the instru-
4

ment to the vrofessional staffs in four urban junior high.schools,
. T

two urban elementary schools, and one subhfban elementary school
07 subjects). These seven administrations were done by three re-
[}

searchers beginning in mid-April, and ending in mid-May, 1982. The
- ‘ -
s ) 1
data from these schools was aombined with the pilot data and analyzed

,

using discriminant analysis, Discriminént analysis was uséd because
the reseafchers believé each school has a unique pattern of instruc-—
tional leadership for the fiye foles across the thirty-one tasks and
therefore, it would be possigie to élassify Subjecfs based on their

responses into their school a high percentage of the time. [For all

4

ten schools, the percent of correct classification was very. high,

94.02%. However, elementary schools tended not to have vice princi-
_— .
pals and department heads. This was thought to be a pdssible explan-

’

ation for the very high percent of correct classification on the init-

ial analysis; therefore, the schools were separated into elementary

.

\
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and secondary groups ang.the data re—analyzgd. In the re-analysis
the pefbent of correct classification increased to 100% for elemen-
tary anﬁ 94.95% for secondary. This would suggest that the instru;—~
tional leadership patterns in elementary and secondary schools are
difﬁerénf in some important way. Clearly these analyses indicate
that the role scales are reliable andhtﬁat SOIL is able to distinguish
between the instructional }eadership patterns of different schools.

In order to identify subscales within each role scale, a factor'

analysis was performed on each role scale fak\the secondary school
A \

data. This resulted in the thirty-one items clustering into five
or six unique groups within eagh role scale. For each one of these

twenty-eight factors, an analysis of variance (ANOVA) was pefformed,

v

Ihiénpfocedure identjfies statistically significant differences among

.

the mean scores of the six secondary schools on each factor. 'This
information is recorded on the factor summary sheet.
The analysis of the dataiwould suggest that SOIL maybe useful

for describing the perceived instructional leadership network in many

—

urban and suburban schools. The ten year literature review, on which

the instrument's content is based.provides substantial "support for

SOIL's content vai?dity. . The instrument's reliability was substan-

tiated in the pilot. The discriminant analysis indicated SOIL was /

able to differentiate among the instructional leadership networks in

the ten selected schools. d%ile the construct validity of SOIL was

-

not directly assessed, the data is consistent with the general impres-
. \
‘<

——
sions ﬂﬁfﬁgzg—;esearchers about. the schools. Thus, while further re-

search is important, particularly in the area of construct validity,

Y
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Sources of Instructional Leadefship would” appear to be a useful
instrument for describing a schopl's instructional leadership net-

v

work.

319




